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ABSTRACT 

This report presents a collection of teaching models 
to help college faculty improve their teaching. Six categories of 
teaching models are presented: (1) assessment and feedback models, 
including the Classroom Assessment model created by Angelo and Cross 
and already widely used among community college faculty; (2) 
discussion and sharing models, such as the Great Teachers Seminar, 
which provide faculty with an event and an environment especially 
conducive to sharing ideas among colleagues; (3) dissemination 
models, which dispense an extensive assortment of ideas to large 
audiences of faculty; (4) clinical development models, such as the 
Instructional Skills Workshop, which uses a laboratory setting common 
to teacher preparation programs; (5) teaching and learning models, 
such as Anderson's Adaptive Control of Thinking model, which 
describes the learning process and presents specific procedures to 
facilitate specific learning types; and (6) instructional planning 
models, such as Gagne's Instructional Event Design, that can help the 
faculty member through the process of course and lesson planning. 
Three appendixes provide teaching resource lists and sample questions 
using classification systems. (Contains approximately 240 
references.) (MDM) 
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EXECUTIVE SUMMARY 



Colleges and universities increasingly are investing attention 
and energy on issues related to teaching and learning. Insti- 
tutions may be reacring to public demands for improved stu- 
dent outcomes or criticism of dominant research agendas. 
Still, because of the service they provide, some institutions 
of higher education may be focusing more on leaching and 
learning out of genuine concern and a sense of responsibil- 
ity to students. Whether the motivation stems from a dis- 
turbed populace ora recognized obligation, colleges are 
making a commitment to improve student learning. 

How well institutions respond to this "new" teaching and 
learning agenda may be a matter of debate, especially if 
some of the follow ing criteria are considered: tangible re- 
wards for good teaching, public recognition of faculty, re- 
source centers for instructional development, credit for 
research and publication of teaching issues, and preparation 
of graduate students for college teaching (Halpern and 
Associates 199a). However an individual institution ap- 
proaches such issues, faculty still bear the major responsibil- 
ity for student learning (Davis 1993). Hence, faculty are 
expected to inspire an instructional renaissance (Svinicki 
1990). As a consequence, faculty may renew their own com- 
mitment to lifelong learning and rekindle once again the 
excitement of discovery. 

What Can Faculty Do to Enhance Students' learning? 

As learning becomes more complex, students frequently 
depend on faculty to assist them with a multitude of obsta- 
cles. Yet given the typical preparation college faculty receive 
for leaching, the tendency to concentrate on presentational 
methods, like the lecture, can aggravate students" difficulties 
with learning. Consequently, instructors are encouraged "to 
stop viewing leaching as 'covering the content* and to start 
viewing it as 'helping the students learn ” (Svinicki 1990. p. 
* 7 ). Such a change in process orientation can lead to a locus 
on understanding how people learn and the variables and 
variations of learning that are possible, which can he accom- 
plished through the use of resources designed to facilitate 
learning by transforming college teaching. 

What Resources Can Help Faculty Improve Learning? 

To help faculty achieve such an instructional transformation, 
numerous faculty development programs and professionals 
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promote ihe development of expertise in leaching. Sup- 
porting an array of initiatives, such as instructional grants, 
workshops and discussion groups, classroom observation, 
and microleaching. faculty development efforts enable 
instructors to consider adaptations to their teaching (Weimer 
1990). In addition, reference and research information, hard- 
ware technology and support, and advisory personnel can 
augment existing resources. Each opportunity is intended to 
offer faculty insight into the significant accumulation of 
knowledge about teaching and learning ( M cages. Weimer. 
and Associates 1996). 

Among the resources available for faculty is an array of 
innovative improvement strategies and classroom methods, 
such as cooperative learning, the case method, test feed- 
back. and videotaping. Some of these strategies have a for- 
mal structure, an extensive research base, and applicability 
to almost any discipline. Such strategies have been described 
as teaching improvement models" (Svinicki 1990). 

What Additional Resources Might Faculty 
Need to Prc tote Learning? 

W hile these resources, strategies, and models can be benefi- 
cial for enhancing learning, the hardworking faculty member 
in higher education, who often is faced with increasing de- 
mands to do more and to he more effective, may not he 
able to review ibis vast and diffuse assortment of options 
(Svinicki 1990). Challenged daily to fulfill their institutional 
requirements and to meet the needs of a diverse group of 
students, faculty should have a selection of innovative teach- 
ing and learning techniques in an easy-to-use format. Al- 
though some faculty development programs may support 
projects to disseminate information on one or two teaching 
improvement models, the tendency to group such models 
for discussion and selection, much like a menu, is rare. 

I fence, a comprehensive and concise compilation of teach- 
ing improvement models could provide faculty with a useful 
resource not previously available. 



W hat Arc Some Models Included in This Collection? 

The teaching improvement models included in this report 
were selected on the basis of their relative novelty for fac- 
ulty. compared to more familiar strategies like wriling-aeross- 
thc-curriculum or simulation. The collection comprises six 
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categories of models: models for assessment and feedback, 
discussion and sharing, dissemination, clinical development, 
teaching and learning, and instructional planning. The. mod- 
els include Classroom Assessment, 'lie Great Teachers Sem- 
inar. Integration of 'leaching and Learning Styles, the In- 
structional Skills Workshop. Adaptive Control of Thought. 
Multiple Intelligences and Teaching. Instructional Event 
Design, and the FivC-Step Process for Improving ’leaching. 
These and other models similarly designed to enhance learn- 
ing offer specific procedures that can be implemented easily, 
without formal training. 

What Are the Teaching Improvement Models 
Designed to Do? 

One purpose of this collection is to encourage faculty to 
reflect on the learning process and on the influence of their 
teaching. Each model selected for improving college teach- 
ing was originally designed to meet a distinct faculty need, 
whether feedback from students, the opportunity to share 
thoughts and strategies with peers, or the collection and 
dissemination of ideas among faculty. Other models focus 
on instructional improvement in a secure environment, 
course and curriculum design, and an understanding of 
learning theory and various learning styles. 

Why Should College Faculty Consider or 
Implement These Models? 

Higher education in the I nited States has been challenged 
to improve students’ learning experiences. Given sufficient 
support and resources, college and university faculty have 
the capability to enhance their students' learning. The mod- 
els in this collection offer faculty an assortment of resources 
to use in this endeavor. 
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FOREWORD 



The call for improving college teaching is being heard loudly 
and clearly at all institutions of higher education. Students, 
parents, legislators, and evrn college presidents question 
the effectiveness of college teaching. Legislation has been 
passed to ensure that each faculty member teaches a mini- 
mum number of hours. Boards of trustees question tenure 
out of fear that it is a barrier to accountability in the class- 
room. Faculty in turn respond that the quality of their teach- 
ing is rarely used for annual and promotional evaluations. 
And they point out that the amount of funds that the aver- 
age institution uses to support improvement of teaching as a 
percentage of personnel dollars is minuscule compared to 
budgets for human resource development in industries of 
comparable size. 

All parties basically agree that two conditions affect college 
teaching. The first condition, which is fundamental to the 
problem, is that graduate schools expose their students only 
minimally to the knowledge and skills related to teaching. 

The second is that colleges and universities have assumed 
that faculty can teach or that poor teaching is an individual, 
nor an institutional, problem. In other words, institutions do 
not treat the assessment and improvement of teaching as a 
continuous and institutional concern. 

To make a measurable impact on the quality of teaching, 
the following conditions must exist; 

• The institution as a whole must recognize that the im- 
provement of college teaching must he addressed as a 
continuous, inst it ut ionwide concern. 

• Faculty, administrators, and students need to he involved 
to identify reliable and valid assessment tools to measure 
the quality and effectiveness of college teaching. 

• Demonstration of the quality of teaching must become a 
greater part of annual faculty evaluations. 

• Institutions must reinforce their rhetoric about improving 
college teaching by providing individual faculty opportu- 
nities to assess and develop their teaching skills — not 
only sponsoring voluntary faculty development centers, 
but also regularly providing faculty information about 
models of college teaching. 

This report by Jon b. 'Travis, assistant professor ol higher 
education and director of the (tenter lor Community College 
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Pducation at 'Texas A<S:.\I University-Commerce. reviews 16 
teaching models designed to enhance learning that can he 
implemented without formal training. 'The models are 
grouped to facilitate faculty members' use of the collection: 
assessment 'feedback, discussion sharing, dissemination, 
clinical development, teaching- learning, and instructional 
planning. 

By making information on improving college teaching 
available to every faculty member, developing a culture 
where the discussion of college teaching becomes a regular 
part of faculty meetings, and making the improvement of 
college teaching part of individual faculty development 
plans, colleges and universities will see significant improve- 
ment in the quality of teaching on their campuses. 

Jonathan D. Fife 

Series l-ditor. 

Professor of Higher education Administration and 
Director. KKIC Cilearinghou.se on Higher Kducation 
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INTRODUC.ION 



Education is a necessity in our modern culture. Yet while 
attaining an education may be a generally accepted goal of 
American life, criticism of schools and educators has become 
common. The professorial in this country is one of the more 
recent targets of such attacks. Believing that faculty are com- 
mitted to establishing themselves as independent contractors 
who tenaciously defend tenure as a haven from accountabil- 
ity. the critics have suggested that college and university 
faculty are at fault for a supposed demise of higher edu- 
cation in the United States (Berube 1990; Kerschncr and 
Kcgley 1994). 

Despite any public opinion to the contrary, college and 
university faculty are dedicated professionals who are gen- 
uinely concerned about what takes place in the classroom. If 
the effectiveness of teaching has diminished in higher edu- 
cation. the faculty have not single-handedly caused such a 
presumed decline. Based on the typical reward procedures 
for faculty, most four-year institutions clearly emphasize re- 
search and publication over teaching (Cannon 1989: I lalpern 
i 994). further, college and university faculty often have not 
been adequately prepared for teaching at the college level 
( Bo ice 1992; Kbit* 1988; Menges 199-1). In light of these sig- 
nificant handicaps, college and university faculty are indeed 
confronted with a major task if they are to improve their 
teaching. 

Tin.* goal of improving college teaching, though not nec- 
essarily novel (Cole 19“8: Lee 19(0. is certainly commend- 
able. It is also related to some other significant issues in 
higher education, and pc. naps foremost in the minds of 
educators is the consistent advancement of student learning. 
Learning is. alter all, a primary goal of educational programs, 
and some have recently proposed that the focus of educa- 
tional institutions should be shifted from teaching to learning 
(Barr and Tagg 199b; Cross 1996: O'Banion L99S-96). The 
challenge ro improve student learning has been complicated, 
particularly in the past 20 years, as enrollments of college 
students have reflected more and more the diversity of our 
society. The influx of older students, displac ed workers, 
minority students, females, commuter students — including 
those employed full-time — and other previously “nontradi- 
tionar student groups has placed unusual demands on insti- 
tutions. In particular, these newer groups of students have 
emphasized the variability in .student learning. Hence, a key 
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to improving learning for all students is the recognition of 
the individuality of the* learning process. 

The public is also concerned about the extent of learning 
that is taking place in our institutions of higher education, 
hocusing on learning outcomes, the public demands institu- 
tional accountability, thus promoting a necessary emphasis 
on improving teaching. This development of excellence in 
teaching is particularly significant for the many faculty mem- 
bers who are inadequately prepared for their classroom 
responsibilities. A certain amount of professional pride ac- 
companies the efforts of faculty, who are also concerned 
about student learning, as they strive to improve their per- 
formance. Unfortunately, efforts to improve teaching in 
higher education have often been resisted (Halpcrn 199-i). 

The Preparation of Faculty 

The preparation of many college and university faculty for 
lead ting has shortchanged them in at least four ways, as 
faculty have been deprived of the opportunity to understand 
how learning happens, to consider the use and value of 
feedback, to realize the importance of experimenting with 
teaching methods, and to review’ available resources for im- 
proving teaching and learning. Yet the inadequate prepara- 
tion of faculty for the responsibilities of teaching is indicative 
of the typical lack of emphasis placed upon this faculty role 
in higher education (Schuster 1990. 1993)- Characteristically, 
teaching has not been recognized as a necessary skill for 
college faculty (Halpcrn 199 1 : Menges 199-1). 

Graduate education for potential college and university 
faculty usually focuses on a concentration in the subject field 
and research applicable to this concert; ration. Generally 
speaking, few opportunities of any kind are offered to gradu- 
ate students to provide them with pedagogical skills or tech- 
niques (bass 1993; boice 1992; Weimcr 1990). In fact, the 
current emphasis in graduate study disparages any effort by 
potential college faculty to develop themselves as teachers 
(l-hle 1983: Slcvin 1993). 

Thus, potential college faculty depend on the role models 
they encountered during their own instruction for the neces- 
sary exposure to instructional methodology (Lucas* 1989). 
This dependence can lead to unfortunate methodological 
assumptions: 
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. . . that f hiss ire verbal transfer is an effective mode of 
instruction: that college students hen e ton# attention 
spans: that if teachers prepare welt and keep talking 
nothing had can happen: and that authority and truth 
reside in the figure fx'hind the lectern (V.h\e 1988. p. 206). 

Because* the dominant method in their own experience was 
the lecture, college (acuity have adopted this one method 
for the hulk of college teaching (flood and Moll 1990). Col- 
lege faculty who believe that the lecture is still the most ex- 
citing and efficient method of teaching, however, may be 
surprised to discover just the opposite (Gardiner 199a: 1 lal- 
pern and Associates 199-i). Moreover, with the increasing 
diversity of today s college students, t heir range of ap- 
proaches to learning has similarly expanded. Net faculty 
who have not had the opportunity to learn about the princi- 
ples of teaching and learning may still contend that all stu- 
dents can learn the same ways they always have. 

Based on their preparation, college and university faculty 
may Believe that they can communicate the information in 
their subject fields because they have acquired extensive 
knowledge about the content. “A century ago the defining 
characteristic of pedagogical accomplishment was know l- 
edge of content" (Shulman 1986. p. 7). 'Thus, college faculty 
were presumed capable of dispensing quantities of this con- 
tent. While familiarity with the content is necessary, such 
knowledge is no longer adequate lor teaching within a sub- 
ject field (Svinicki 1990). As students have become more 
sophisticated and information continues to expand, teaching 
has become more than a process of dispensing a finite 
amount of information. The mere transmission of informa- 
tion is no longer sufficient for classroom instruction (Laws 
1991). Even so. current practice continues to be dominated 
by presentational instructional practices that force students 
to remain passive learners (Wilson 1990). 

faculty have a responsibility to recognize the specific diffi- 
culties that students will have in understanding the content 
and then transform the content accordingly to enhance stu- 
dents' understanding (Shulman 1987). What is becoming 
increasingly clear is that educators need to reassess their pur- 
pose and function in the current information age Ulinchcy 
I99S). In other words, whether or not teachers are willing to 
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consider, adopt, and adapt various innovative instructional 
approaches, college teaching has already changed. Yet if 
teaching and learning are to improve in the college and uni- 
versity classroom, individual instructors must lx* willing to 
make the necessary changes (Svinicki 1990Y Faculty likewise 
must he willing and eager learners themselves. 

Efforts to Improve Teaching 

The preparation of college faculty has not been ignored 
entirely. Some disciplines offer their graduate teaching assis- 
tants a course or seminar devoted to some of the principles 
of college teaching. In addition, both the Association of 
American Colleges and the American Association of Colleges 
and Universities have initiated projects that call attention to 
the need for hotter preparation of college teachers (Travis. 
Outlaw, and Reven 19%). Even before the efforts of these ■ 
two organizations, a Doctor of Arts degree, whose expressed 
intent was to prepare graduate students for the requirements 
of college teaching, was developed and first offered at 
Carnegie-Mellon University. The Doctor of Arts, however, 
has not gained widespread acceptance and in fact has 
declined significantly in popularity since its inception 
(Cfla/.er 1993). 

A few institutions actually have increased the extent of 
teacher preparation programs for college faculty beyond the 
scope of the Doctor of Arts. Incorporating valuable instruc- 
tion in learning theory and teaching methodology as well as 
practical internship experiences into existing master’s and 
doctoral programs, oxer 20 colleges and universities nation- 
wide offer graduate degrees in college teaching (Travis. 
Outlaw, and Reven 1990). Although all of these efforts are 
meeting a genuine need in preparing college faculty to 
teach, the clear majority of college instruction has not bene- 
fited from these programs. 

Some well-meaning texts have been created to fill in the 
gaps left by graduate programs that do not include peda- 
gogy (c.g.. B. Davis 1993: Malpern and Associates 199 i: 
McKeachie 199 1 ; see Appendix A for a more complete read- 
ing list). And faculty members who are fortunate enough to 
have access to comprehensive faculty development pro- 
grams could find yet another opportunity to supplement 
their preparation for teaching. A key element in many staff 
development programs has been an ongoing effort to collect 
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and disseminate? effective teaching strategics. Various proj- 
ects and organizations, including the Professional and 
Organizational Development Network in Higher Education, 
the National Institute for Staff and Organizational Devel- 
opment. the National Center on Postsecondary Teaching. 
Learning, and Assessment, and the National Center for 
Research to Improve Postsecondary 'leaching and Learn- 
ing. also have demonstrated their commitment to such 
an effort. 

Among the numerous strategies created to assist in the 
improvement of leaching, some have been developed on a 
sound research base to apply across the disciplines of col- 
lege teaching. Hence, these strategies have reached a degree 
of sophistication sufficient to differentiate them as leaching 
improvement “models." This distinction suggests that each 
model has a thorough foundation in the rich literature on 
teaching and learning and has been tested in an actual 
teaching environment. Moreover, teaching improvement 
models are not merely classroom methods, such as lecture 
or simulation, but have been designed to augment the use 
of various teaching strategies and methods. The collective 
purpose of such models essentially has been to foster im- 
provement in the quality of college leaching. 

Although each model may he singularly different and 
attract a specific clientele among faculty and administrators, 
the tendency to group these models for discussion and 
selection, much like a menu, is rare. Through the activities 
of various faculty development programs and organizations, 
some information about these models might have been col- 
lected. but the typical faculty development effort often tends 
to be an endorsement of only one or two of the applicable 
models. Generally selected to be presented to instructors 
through faculty development workshops, this limited array 
of teaching improvement models might not be sufficient to 
offer faculty members what they need. Many faculty mem- 
bers simply may not have sufficient time to attend such 
workshops merely to sample the models presented so they 
can select one for their personal use*. A more comprehensive 
and concise compilation of leaching improvement models is 
lacking. Hence, faculty need such a 'menu" to facilitate their 
consideration, adoption, and adaptation of the model or 
models they perceive as most usclul in meeting their own 
circumstances. 
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Models for Improving College Teaching 

This report presents a collection of selec ted models to pro- 
vide college and university faculty with a range of different 
approaches to improve instructional practice. While 4 not ail- 
inclusive, this assortment of models offers an initial resource 
for faculty interested in improving their teaching and their 
students' learning. The collection inc ludes a total of K> mod- 
els. each one briefly described with accompanying critical 
reviews, where available, from the literature. Each model 
has been selected for its utility to individual faculty mem- 
bers. its complete, specific structure, and the accessible ref- 
erence literature (providing faculty the opportunity to pur- 
sue additional information fora particular model). 

Ksscntially. these models are suggested to fill a gap in the 
preparation of college faculty and to offer specific proce- 
dures or ideas that can be implemented easily without for- 
malized training. The entire collec tion is categorized accord- 
ing to the ultimate purpose of the respective models. In 
addition to the selected models described in each category, 
related techniques, which are lacking in specific definition 
or not appreciably developed in the literature, are briefly 
discussed. 

The six categories of models are arranged to facilitate 
faculty members' use of this collection. Based on a presump- 
tion that most faculty would prefer to rev iew and consider 
models that are relatively easy and quick in application, the 
collection begins with a category of models designed for 
self-examination of the teac hing process. The following cate- 
gory of models provides for si taring with colleagues. The 
sharing process continues and expands to include institu- 
tions and organizations across the country in the third cate- 
gory. While sharing is also part of the fourth category, the 
model focuses on the learning of teaching skills and requires 
specific resources, especially trained facilitators. Beginning 
with the fifth category, the models provide a theoretical 
basis for the teaching and learning process, concluding with 
theories of instructional design. For new er faculty especially, 
one or more of the last three categories may be particularly 
useful for filling in the gaps left by inadequate preparation. 
Veteran faculty, on the other hand, may prefer to try the 
more sell-directed approaches of the first three categories. 

I nlcss faculty routinely videotape their classes, obtaining 
feedback to assess one’s teaching may not be easy. Class- 
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room observation by a peer or administrator is often only an 
occasional opportunity that also can be threatening, because 
all faculty who seek to improve their teaching require ample 
feedback on classroom activities, the first category includes 
models designed to assist the faculty member in collecting 
feedback for assessing instruction. Hence, the first group of 
models is referred to as ctssi >ss went/ feed hci ck models. The 
Classroom Assessment model, created hy Angelo and Cross 
and already widely used among community college faculty, 
is an example of a procedure to elicit feedback for the pur- 
pose of assessing teaching and learning. Alrhough faculty 
development can almost always benefit from sanction or 
support from the organization, each model in this category 
is also suited to individual and independent application by 
faculty members, without the specific requirement of institu- 
tional support. 

The next category. < Ifsatssion/sbaiin # models, includes 
endeavors that provide faculty with an event and an envi- 
ronment especially conducive to sharing ideas among fellow- 
faculty members, file benefits of collaboration, whether 
fostered through formal programs like the Great Teachers 
Seminar or Academic Alliances or through more informal 
means, are considered some ol the most influential aspects 
of faculty development. I nlike assessment. feedback models, 
these models naturally require the participation of others, 
although informal collaboration still does not depend on 
inst it lit i( >nal supp< >rt . 

In addition to faculty members' sharing their ideas with 
one another directly or individually, some models have been 
dev eloped lor sharing or disseminating these ideas to a wide 
audience of faculty. Hence, the Center for Improving Teach- 
ing and three different publications are grouped together as 
dissemination models. Helv ing more heavily on institutional 
support, these models, like this report, are intended to dis- 
pense an extensiv e assortment of ideas to the largest possi- 
ble audience. 

Because many faculty members have not had the benefit 
of developing teaching skills before beginning a teaching 
career, the section on clinical derelofnnent models describes 
an in-service opportunity to experiment without negative 
consequences. The Instructional Skills Workshop uses a 
laboratory setting common to teacher preparation programs 
hut depends on institutional support for implementation. 




This report 
presents a col- 
lection of selec- 
ted models to 
provide college 
and university 
faculty with a 
range of dif- 
ferent ap- 
proaches to 
improve in- 
structional 
practice. 



Models for lmpnnin!> College Teaching 




With this model, faculty actually have the opportunity to 
practice short lessons using previously untried methods. 

In addition to methodological preparation, teacher prepa- 
ration programs also focus on learning theory. With the 
advent of the concepts of learning styles and multiple intelli- 
gences. the theoretical basis for understanding the process 
of learning has become even more important for the practic- 
ing educator. I'nlikc the typical educational psychology 
class, however, teaching' leant iui> modols do not dwell on 
the theories themselves but instead offer theoretical bases 
for understanding how to improve practice, l or example. 
Anderson's Adaptive Control of 'Thinking not only describes 
the learning process, hut also presents specific procedures 
to facilitate specific types of learning, Por professors lost 
without the lecture. Dulioiss Learning Strategy Training can 
help lecturers design better-organized presentations as well 
as leach students how to organize their note taking. 'The 
extensive research on varying learning styles and intelli- 
gences is represented in Lazcar s model Tor applying multi- 
ple intelligences to teaching. Kolb s Dimensions of Learning, 
the -iMAT training program, and Crasha s integration of 
teaching and learning styles. 

l or the new faculty member, instructional planning is 
open an abbreviated exercise between unpacking in a new 
residence and walking into class on the first day. Without the 
experience of developing trial plans in a teacher preparation 
program, faculty members can find themselves following a 
trial-and-crroi process that may last for several semesters. 
Both (iagnes Instructional I- vent Design and Diamond's 
hdueaiional Program Development, represented among 
iustrifctioua/ pUnntiug niocMs. can help the faculty member 
pace through the necessary process of course and lesson 
planning. 

This collection is. understandably, relatively limited. The 
models appended to live of the categories are evidence of 
additional techniques, many of which may lack the specific- 
ity or the research base that has been incorporated in the 
identification of the U> models described in this volume. 

And similar models are undoubtedly in the process of devel- 
opment. Vet this collection should provide faculty members 
eager to improve their college teaching with a place to start. 

Still, these models are not a silver bullet designed to solve 
all the problems inherent in college lead ling. As with any 





initiative to improve something, file efforts should continue 
incrementally. Clearly, not every model will prove successful 
for every faculty member. Faculty should begin by reflectir g 
on their own knowledge of teaching and learning, then 
select the category and model that seem to meet a perceived 
need Improvement necessitates a certain amount of experi- 
mentation as well, so some models might have to be tried 
and discarded later. Finally, efforts to improve college teach- 
ing should proceed without an expectation of perfection — 
only with a commitment simply to improve college teaching 
and learning continuously. 

Faculty who teach in addition to their myriad other re- 
sponsibilities and are serious about instructional develop- 
ment usually are careful about how they expend their 
valuable available time. Hence, to assist faculty in review ing 
and selecting these models, the illustration of each model is 
brief and to the point. The reader should therefore not 
expect to find a complex theoretical discourse or an in- 
depth. analytical treatise demonstrating the relationship 
among the models being described. But this resource should 
simplify the process of improving one's teaching for the 
already busy faculty member. 

In essence, this monograph is targeted directly to faculty 
to assist them in making individual choices for developing 
their own instruction. Faculty are encouraged to consider all 
of tlie available models for improving teaching in light of 
their own objectives. Although helpful advice from peers 
and others may facilitate decision making, faculty must be 
allowed to maintain ownership of their application of these 
and other instructional interventions. 
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ASSESSMENT/FEEDBACK MODELS 



The use of assessment to improve instruction has been 
attempted at all levels of schooling and with a wide range of 
techniques, both formative and stimulative. Instructional 
assessment conducted by the faculty member to provide 
specific feedback that the instructor can retain can be partic- 
ularly useful to college and university faculty. This feedback 
"is most effective if it is not made public and if it empha- 
sizes competencies instead of comparisons” (Cross 1990. p. 
124). Such assessment can target specific instructional crite- 
ria or particular problems perceived by the instructor. 

Every good teacher conducts some continuous form of 
self-assessment of instruction. Perhaps the most significant 
contribution of faculty-conducted assessment is the estab- 
lishment of a process to improv e teaching and learning, an 
advantage that traditional evaluation procedures propose to 
offer but rarely do. The models presented in this section 
provide four approaches to eliciting feedback that will in- 
form instructional decision making. The first two models 
offer assessment procedures that focus on the teaching pro- 
cess as a whole. Also addressing the entire process, the third 
model includes defined components for making changes to 
improve teaching. Finally, the section describes an assess- 
ment model designed for taking action, which has more 
specific applications. 

Faculty Inventory' of Good Practice 

Faculty self-assessment can be an effective source of feed- 
back for the faculty member seeking to improve practice. 
Chickering and Garrison (19H7) provided the substance for 
such a process of generating feedback w ith research that 
generated the development of an assessment model for fac- 
ulty. The model's development began with a Wingsprcad 
Conference, sponsored by the Johnson Foundation, in 19S6. 
At the conference, Chickering and Gainst >n organized a task 
force that included Alexander \V. Astin. Howard Bowen. 
William Boyd, Carol M. Boyer. K. Patricia Cross, Kenneth 
Kble, Bussell Kdgerton. Jerry Gaff, Henry I lalsted. Joseph 
Katz. C. Robert Pace. Marvin W. Peterson, and Richard C. 
Richardson, Jr. As a result of the work of this task force at 
the conference and during the months that followed. Chick- 
ering and Gainst >n presented Seven Principles for Good 
Practice in Indcrgraduatc Education ( 198 7 ). 
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Seven Principles for Good Practice 
In Undergraduate Education 

The* Seven Principles provide a basic, general description of 
the optimum classroom behaviors for effective learning. 
Grounded on research conducted by the task force on suc- 
cessful leaching and learning behaviors in higher education, 
the list of principles included common sense themes, not 
couched in educational jargon: 

(load practice in undergraduate education: < /tone intr- 
udes contacts bet nvcn students and faculty. (2) develops 
reciprocity and cooperation among students . (j) uses 
active learning techniques. (-n gives prompt feedback. 

( "W emphasizes time on fash. (6 i communicates high 
expectations. ( respects diverse talents and ways of 
learning (('bickering and Gamson JW. p. 

While this list may appear somewhat simplistic, almost sug- 
gesting a set of laws for education, the authors insist that no 
such implication was intended, asserting that the principles 
simply should assist the process of improving teaching and 
learning by providing guidance to educators, students, and 
governing officials (('bickering and Gamson I WO. Essen- 
tially. this purpose — to develop college instruction — and the 
inherent simplicity of the list are primary reasons for their 
inclusion in this collection of teaching improvement models. 

The principles are based on "^O years of research on the 
way teachers teach and students learn” (Chickering and 
Gamson 198'. p. t). Student and faculty interaction under- 
standably should affect the learning process, whether in the 
classroom or not. particularly because of its strong impact 
on students' moti\ation. Collaborative learning efforts among 
students are similarly inlluentiai and much more successful 
than a consistent dependence on competition in the class- 
room. Learning is also enhanced if students are given the 
opportunity to actively participate in the process, which is 
one of the most frequent criticisms of the passive lecture 
technique. 

Maintaining students’ motivation depends on feedback 
that informs students ot their progress in learning. I’sing 
tests to analyze students' errors, while not stressed in our 
educational system, is one approach to feedback that can 
foster effect ive learning. "Time on task” refers to focusing 
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students’ attention on a particular subject or learning activity: 
few people would argue that attentiveness to learning tasks 
will yield increased learning. Expectations of students’ 
achievement can produce a variety of responses from stu- 
dents based on the variations of their personalities and learn- 
ing styles, yet students generally respond favorably to 
educators who have confidence in their capability to suc- 
ceed. I'lie inherent diversity of students and their approaches 
to learning therefore demand attentiveness from faculty. 

Each principle can be used individually, yet they tend to 
be synergistic, providing results that are much greater when 
applied collectively fChickering and Ganison 1987). Thus, 
the Seven Principles suggest a recurring theme for teaching 
improvement models: While individual techniques and pro- 
cedures may he effective, the combined efforts of a unified 
system or model can be much more powerful, 'file Seven 
Principles ‘employ six powerful forces in education: activity, 
cooperation, diversity, expectations, interaction, responsibil- 
ity'' (Chickering and Gams on 19H7. p. 4). Each force, like the 
Seven Principles that involve them, demonstrates a strength 
in the teaching and learning process. Hence, learning can 
be enhanced with active techniques, cooperative student ef- 
forts, individual differences. sunJents' anticipated success, 
sharing between students and faculty, and an acceptance of 
expected behavior. 

The faculty inventory 

After completing their work on the original list of principles. 
Chickering and Ganison responded to continued interest in 
the Seven Principles by developing two inventories, one for 
individual faculty and the other for institutions, to measure 
compliance with the principles. The two inventories were 
published by the Johnson Foundation in 1989. and the entire 
initial printing of 40.000 copies was distributed in a week 
(Chickering and Guinson 1991). Total distribution of the 
inventories exceeded s(){), ()()() copies by 1991. flic faculty 
inventory is designed for the personal use of instructors who 
wish to improve their teaching. Although such an instrument 
can easily be misused for sumniativc evaluation, results from 
such abuse of the inventories would not lie valid (Chicker- 
ing and Ganison 1991 ). 

file fac ility inventory is divided into seven segments, 
directly applicable to the Sewn Principles. Each segment 
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includes 10 statements relating 10 faculty behaviors that re- 
quire responses using a five-point scale: very often, often, 
occasionally, rarely, and never. For example, one of the state- 
ments in segment 6 is ”1 make clear my expectations orally 
and in writing at the beginning of each course" ( ('bickering, 
damson, and Hurst 1989. p. 9). Considering this statement, a 
faculty member might indicate that the behavior is demon- 
strated occasionally. 

l‘pon completing each segment, as well as the entire 
inventory, faculty have the opportunity to reflect on specific 
areas for improvement. In fact, the entire inventory is a tool 
for faculty reflection on practice. Using the example cited 
above, the facility member who indicates occasional demon- 
stration of the behavior for this one statement would be 
expected to reflect on the desirability of increasing this 
behavior. If other items in the same category are also prac- 
ticed infrequently, the faculty member is expected It) react 
with concern and make a concerted effort to increase the 
frequency of the desirable activities. This type of review of 
the entire inventory should offer faculty members significant 
insight into personal instructional practice. 

because the faculty inventory is designed n> be self- 
administered. faculty have the opportunity to select specific 
issues indicated by the instrument for attention and or inter- 
vention. Faculty should be* cautioned, how ever, to avoid the 
temptation to attempt action on multiple concerns after com- 
pleting the inventory. KfTbris to improve one's teaching 
should be initialed gradually to ensure greater success. Such 
a cautious approach to implementing the Seven Principles 
should provide faculty with a sustained agenda for improv - 
ing teaching and learning. 

Inventories as contributors to good practice 

The initial publication of the Sev en Principles created so 
much interest that Wingsfnvad Jounnii republished them 
three months later, and the Johnson Foundation prov ided 
over IsO.O(M) copies of the article at no charge during the 
following IS months ((flickering and Gamson 1991). Re- 
prints were also published in a number of other publica- 
tions. including ( 'niivi'sHy ; \fjit //>*(( amada > and the news- 
letters of the American Association of Stale Colleges and 
I nivcrsiiies and various teaching improvement venters at 
higher education institutions. 
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References in the literature to the Seven Principles and the 
inventories likewise illustrate* the impact of Chickering and 
Gamson's work. "The most widely known and applied" vari- 
ables influencing college learning "are the Seven Principles 
for Good Practice in Undergraduate Education" (Angelo 
1996. p. 60). The inventories have been the catalyst for 
numerous faculty discussions (Centra 1993). The National 
Center for F.ducation Statistics (-199-I) included the Seven 
Principles in its discussion of potential "good practice" indi- 
cators. Another recent publication. I he Sere n Principles in 
Action (Hatfield 199S). highlights case studies of the princi- 
ples in use at over colleges and universities across the 
nation. An earlier study (Poulsen 1991) of the use of the 
Seven Principles among private colleges, public universities, 
and community colleges yielded generally positive responses. 

The Seven Principles have been cited as a basic approach 
to the knowledge of pedagogy faculty need (.Dinham 1996). 
Yet another endorsement of the Seven Principles emphasizes 
the correlation between the principles and program im- 
provement (Krueger 1993). “Regardless of the assessment 
tools utilized, linking the program to (Tuckering and Gain- 
son's seven principles and constantly asking the question 
I low can we improve?* provide the kind of focus needed to 
effect genuine improvement" (p. 27.3). Some say "no better 
list of fundamental principles" can be found (Frederick 
1989. p. 32). 

Moreover, based on the number of inventories distributed 
by the Johnson Foundation, the faculty inventory has been 
recognized as a helpful diagnostic tool. A wide range of 
possible uses of the instrument also demonstrates its flexibil- 
ity and utility lliarsi 1991). ClcarK . the faculty inventory is 
an important faculty development lool that can be imple- 
mented easily and quickly, both the inventory and the 
Seven Principles are still available from the Seven Principles 
Resource Center at Winona State University in Minnesota 
(see Appendix B for the address). 

Two-Dimensional Model of Effective College Teaching 

Assessment in the context of effectiveness indicators can 
clearly enable faculty to begin improving their teaching. A 
measurement o‘ two specific skills in college teaching can 
help a faculty member discover the essence of effectiv e 
teaching (bowman 198-t): the faculty memlvrs ability to 
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develop intellectual excitement and the ability to generate 
interpersonal rapport among students (see also Lowman 
1995 for a defining set ol' characteristic adjectives that help 
to describe the instructor who elicits intellectual excitement 
or interpersonal rapport). While both skills should enhance 
teaching no matter what the situation or students, faculty 
who arc able to master even one of the skills will have some 
impact in particular situations. 

Intellectual excitement 

Students* involvement in the learning process depends upon 
their attitudinal commitment to the endeavor. Students can 
develop intellectual excitement if a faculty member is a mas- 
ter of both the subject matter and the various methods avail- 
able for leaching and learning. To evoke intellectual excite- 
ment. an instructor needs to clearly communicate the con- 
tent in a manner that will engender positive student re- 
actions (Lowman 19SH). Simply know ing and sharing 
information does not enhance learning. The information 
must be delivered in a format that students can sufficiently 
understand and interpret, 'finis, the instructor also should be 
cognizant of the aspects of the content that may interfere 
with students* comprehension. 

Further, teaching and learning, like any acts of communi- 
cation, can be hampered by interference, both within the 
individual student and in the surrounding environment. To 
block out such interfering distractions, instructors need to 
use communication strategies that will keep their listeners 
focused and maintain their attention on the content even 
after the class is over — although the efforts to maintain stu- 
dents* involvement must not be reduced to performing for 
entertainment. 

Levels of intellectual excitement can he high, moderate, 
and low (Lowman 198a). An instructor w ho elicits a low- 
level of intellectual excitement may he obscure or uninter- 
esting. The moderate level suggests a minimal degree of 
intelligibility and excitement, while the high level naturally 
indicates a command of both qualities. The faculty member 
who creates a high level of intellectual excitement might 
he described as enthusiastic, know ledgeable, and/or inspir- 
ing. An instructors mastery of intellectual excitement is es- 
pecially critical, as the focus is on the content and methods 
for its deliv ery. 
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Interpersonal rapport 

Although the learning process nuiy he considered chipfly 
cognitive in nature, the affective domain is also an integral 
part of the operation. Student learning can he adversely 
affected hy unjust practices, authoritarian attitudes, or nega- 
tive feedback from the instructor. Similarly, faculty can he 
intimidated by students' expectations and the outcomes of 
evaluations that depend on students* test scores. Awareness 
of these drawbacks and the necessary abilities to overcome 
their influence are the domain of interpersonal rapport. Fac- 
ulty can excel in this dimension by inhibiting nonproductive 
attitudes and reinforcing constructive ones. 

Like intellectual excitement, the dimension of interper- 
sonal rapport is characterized by high, moderate, and low 
levels. Students might regard the faculty member who main- 
tains a low level of interpersonal rapport as erratic, domi- 
neering. or insensitive. At the moderate level, instructors 
tend to suggest a more open and friendly attitude. I lighly 
sensitive, orderly, and tolerant faculty would therefore be 
considered to also exhibit a high level of interpersonal rap- 
port. W hile the dimension of intellectual excitement is espe- 
cially critical to the* learning process, interpersonal rapport 
might not he considered equally important. College faculty 
will probably not uniformly agree that a more humanistic 
instructor is consequently more effective. Students, on the 
other hand, have indicated their preference for instructors 
who succeed with interpersonal rapport (bowman 198-i). 

bowman's revised text (199s) provides additional detail 
for the interpersonal dimension. Recognizing some differ- 
ences w ithin this dimension, bowman split it into the more 
specific area's of interpersonal concern and effective motiva- 
tion. concluding that faculty who demonstrate concern for 
students might not necessarily exhibit motivating behaviors 
and vice versa, bowman added this distinction only in the 
second dimension, however, to provide a more thorough 
understanding of interpersonal rapport: he did not maintain 
this differentiation in the unified model described in the 
following paragraphs. 

Intersecting dimensions 

The complete model, with the three levels of each dimen- 
sion. was further incorporated into a nine-cell grid that pro- 
vides a full graphic picture of the concept (see figure I ). As 
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each level of a dimension intersects with another on the 
grid, a different result is indicated for the faculty member. 
Hence, instruction that is low in both intellectual excitement 
and interpersonal rapport would be considered insufficient, 
because the instructor can neither present the material nor 
morwate the students sufficiently. Such an instructor would 
he considered least effective (bowman 1984). In contrast, 
instruction registering high in both intellectual excitement 
and interpersonal rapport would be considered exceptional. 
Faculty at this combination of levels are regarded most 
effective (Lownutn 1984). 




FIGURE 1 

GRID OF EFFECTIVE INSTRUCTION 
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In a sense, bowman s model is similar to much of the 
research on learning styles that offers relative categories that 
attempt to describe most of the learning tendencies of most 
students, bikewise, the nine generalized categories in bow- 
man’s Two-Dimensional Model do not necessarily describe 
every faculty member (bowman 1995). Instructors can lx.* 
described by characteristics of more than one category. And 
students can still learn, even if faculty tend to he ' deficient." 



Defining the dimensions 

The Two-Dimensional Model demonstrates with this grid its 
similarity to two theories of management or leadership: the 
Managerial Grid ( Wake and Mouton 1985), which depicts 
management behavior according to concern for people and 
concern lor production, ranging from low to high on each 
axis of the grid: and two types of leadership style that depict 
both relationship and task lx*havinrs along two dimensions 
ranging from low to high (llcrscy and Blanchard 1982). 

Thus, the foundation of bowman's work can he further sub- 
stantiated in theoretical administrative research. 



is 

2.4 




Lowman’s model has been cired as a way io determine 
and develop effective teaching (Lucas 199-t). Others have 
found it "appealing and very persuasive” (Link 1989. p. 2"?). 

the organization of the information in the model is dear 
and provides cm effect ire schema fora self-evaluation of 
one s oirn efforts to attain a successful blend of intellec- 
tual impact and emotional snpfxnl for the complex kinds 
of mastety that dam incite the college classroom. . . . Intel- 
lectual excitement and interpersonal rapport become the 
constnicts that fuel our existence as academicians. 

Loteman has given us a useful and excellent guide for 
the journey ire must take tofu (fill our obligations to the 
students ire teach (Mathis 198-*. pp. 51-52). 

The combination of practical advice and theoretical support 
was noted as a highlight in Lo.winan's efforts (McCaslin 
1985). which persuade the instructor to think and respond 
(McNinch 1985). 

Some, however, have Iven more critical of the model, 
citing limitations in the model s reliance on teaching meth- 
ods like the lecture and on a set of specific descriptors of 
effective faculty (Centra 1993). "Good teaching is more com- 
plicated than any list ol qualities or characteristics can sug- 
gest" (p. al) Another possible weakness of Lowman's 
model is that it does not include an inventory to help faculty 
conduct a self-assessment like ('bickering and Gamson s 
faculty inventory, and determining the degrees of excitement 
and rapport exhibited by an instructor could therefore be a 
difficult task. Vet bowman ( 1984) suggested by his own 
determinations that subjective judgments can be made about 
one s particular placement on the two-dimensional grid. And 
Lowman's list of descriptive adjectives ( 1995) should also 
help faculiN in making more informed decisions. 

The Five-Step Process for Improving Teaching 

Vet another lechni<|Lie for self-assessment combines assess- 
ment with action steps to yield a systematic approach to 
assess instruction and implement c hange as an instructional 
improvement process (Weimet 1990). Not unlike a common 
decision-making action cycle. Wei liters model incorporates 
five stages: awareness, information retrieval, selection of 
alternatives, implementation of plan, and evaluation. The 
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cyclical nature of this model reflects Weimcrs assertion that 
teaching cannot he improved overall with a singular effort 
or with individual tips or ideas: A more systematic approach 
to developing instruction is necessary ( Wei me r 1990). 

Like all the models described in this section, the Five-Step 
Process is designed for the exclusive use of the individual 
faculty member. Although colleagues and teaching special- 
ists may be consulted as resources, the evaluative data and 
resulting actions remain the sole province of the instructor. 
Weimers model is also presented in a format that offers 
additional suggestions for dealing with specific aspects of 
instructional development (1990). Each stage of the model 
focuses on a specific purpose and incorporates distinctive 
procedures to consider for accomplishing that purpose. 

Some faculty members may discover other strategies in 
addition to those Weimer recommends for accomplishing 
each goal. 

Awareness 

Inderstandably, faculty need to begin with an understand- 
ing of their own approach to teaching. In this initial stage of 
the process, therefore, the facility member conducts an 
instructional selFevaliiaiion. Among the possible means for 
personally examining one s teaching behaviors is the use of 
videotaped examples of actual teaching. A relatively com- 
mon technique that has been studied extensively, videotap- 
ing one’s leaching can provide substantial feedback (Oas is 
1993; Krupnick 19X* 7 : bowman 1995). Reflecting about the 
teaching process is also helpful and is an essential skill that 
effective instructors typically develop. 

Weimer suggests using one or more checklists as well as 
additional background reading to assist faculty in reflection. 
Some relatively simple questionnaires and checklists (Weimer 
19S”. 1990: Weimer, Rarrett. and Kerns 19HN). somewhat 
similar to the faculty inventory in (flickering and damson's 
model, help the faculty member to focus on specific behav- 
iors in the classroom. One of Weimcr s checklists (1990) 
inquires about the instructor's hand and body movements, 
posture, rate and volume of speech, and facial expressions. 
Finally, using a technique common to evaluation, faculty can 
examine their syllabi and other teaching materials, w hether 
or not in portfolio format. 
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Information retrieval 

Self-evaluation may provide a somewhat one-sided perspec- 
tive of teaching, and additional information is therefore 
needed from others who* might present differing viewpoints. 
Feedback from students can be extremely illuminating 
(Angelo and Cross 1993), and both current and former stu- 
dents should be asked to provide useful feedback (Weimer 
1990). A wide range of techniques and forms designed to 
elicit this necessary feedback is available (Angelo and Cross 
1993; Murray 1987; Weimer. Parrett, and Kerns 1988). Col- 
leagues could also be a source of information. Through 
discussions, sharing of teaching materials, and classroom 
observation, faculty can gain additional insight from other 
instructors and academic leaders. Workshops, classes, and 
supplementary reading can. in addition, augment the infor- 
mation already acquired. 

Selection of alternatives 

Once sufficient information has been gathered, the faculty 
member needs to determine what can and should be 
changed in the instructional process. These changes are 
based on the information obtained as well as existing objec- 
tives. Instructors also need to decide how to make these 
changes. Gradual, step-by-step changes may he preferred. 
Hie available options for changing instruction are usually 
numerous (Weimer 1990). 

Implementation of plan 

After selecting the desired changes, the faculty member puts 
the plan into action. The success of the plan depends on an 
organized and enthusiastic effort by the faculty member 
(Weimer 1990). Faculty need to maintain control of the pro- 
cess, so a moderate approach may Ik* necessary to avoid 
undue stress. The desired results should not be rushed. 

Evaluation 

A necessary step in any implementation of change is an 
evaluation of the results. This stage might include additional 
gathering of information, both personally and from others, 
as in the first two stages of the model. This information is 
needed to determine whether the desired results have been 
achieved. If the chosen plan is not sufficiently successful. 
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additional changes may need to be considered, selected, and 
attempted, thus continuing the entire cycle once again. 
Completing the cycle with an evaluation of any further 
changes is always recommended. 

The Jive steps* influence on improvement 

The flexibility of this model, as a result of its basic simplic- 
ity, is a major advantage. Weimer ( 1990) has supported the 
Five-Step Process with an extensive research base, incorpo- 
rating some important concerns to complement the model, 
l or example, certain elements are key in the improvement 
of teaching, such as continuous efforts to gather feedback 
and assess progress, eonsicler.it ion of several improv ement 
strategies, faculty collaboration, and. of course, administra- 
tive support. In addition, some institutional alternatives 
should be available to support the improvement process, 
including an administrator designated to serve as a faculty 
consultant, a faculty development committee, and a program 
for faculty development that includes an office, a resource 
center, anchor a director. 

but while improvement is possible, the process may not 
necessarily be simple (Weimer 1990). If the process begins 
with an identification of inadequate faculty who need to im- 
prove. the potential for success will be diminished. Some 
inaccurate faculty suppositions can also be obstacles to 
improvement. Such ideas as “a knowledge of content is the 
only necessity for teaching." "good teaching is an inherited 
skill." and "subject matter is more important than the .stu- 
dent" are common misconceptions. The profession's lack of 
commitment to adequate instructional preparation and fac- 
ulty opposition to efforts at improvement are two of the 
most set if his obstacles ( Weimer 1990). 

References to W'cinicr’s model clearly indicate a recogni- 
tion of her work. Her efforts have been called "excellent 
directives for improving leaching” (Hoke 1992, p. 9) and “a 
good example of accumulated progress in [instructional 
development T (p. I.S.S). Her plan lor gathering feedback is 
"exemplary* (p. ISO). 

Consider tu o exam files of her dear thinking and exper- 
tise. typical of linsl mdional development! uritin,i>. One 

is the concept of instructional aicareuvss: inns! faculty 

benefit from be^inuiu,i> teith overdue reflections on bole 
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they teach as cm initial step in becoming better teach- 
ers. A? lather is a stepwise plan for improving teaching. 

It begins with instmctional awareness and includes 
informal feedback and setting goals for change ( boice 
1992. p. 133). 

Weimer helped to establish "that most faculty can benefit 
from rellection on how they teach as a beginning step in 
becoming better teachers." underlining the importance of 
instructional awareness in improving teaching (Lucas 199-c 
p. 102). Weimtr's checklist (included in an appendix) is a 
helpful approach in developing this awareness. It is an exer- 
cise that "allows faculty to detach themselves from their 
teaching to look at their own behaviors" (p. 132). Weimer's 
model is useful to follow in collecting data to improve 
teaching (Lewis 1991 L 

Weimer has been called "the best-known and most articu- 
late source of information on instructional development in 
this country" (Chism 1991. p. 237), emphasizing the impor- 
tance of her model as a contribution to the literature on 
improving teaching (see also Humphreys 1990; Kingston 
1991; Puyear 1990). Implementing Weimer’s model is cer- 
tainly worth the effort (Moore 1990). 

Classroom Assessment 

based on the assumption that information from students 
relating to their learning progress can help faculty adapt 
their instruction to meet students' needs. Angelo and Cross 
(1993) developed a multifaceted approach for gathering 
feedback from students. With techniques like minute papers, 
student goal ranking, and focused listing. Classroom Assess- 
ment is possibly the most flexible and readily usable of the 
models presented in this report. In fact, the use of any one 
of Cross and Angelo’s techniques does not require formal 
training, funding, or even considerable time. 

The return on such a limited investment, however, can be 
surprising. Faculty and students both can find an increased 
sense of empow erment with this new access to information 
and opportunity to be heard. Kvcn the timid student who is 
disinclined to speak up iu class can have a voice with this 
method. While establishing these vitally important communi- 
cation links between faculty and students. Classroom Assess- 
ment begins a process to improve teaching and learning. 
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Further, the use of Classroom Assessment permits this im- 
provement during the instructional process so that students 
can receive immediate attention to their learning difficulties. 

The classroom research project 

Angelo and Cross began the classroom research project in 
1988 with grants from the Ford Foundation and Few 
Charitable Trusts (Angelo 1990). Their initial work for the 
project, however, was the development of their Teaching 
Coals Inventory (TGI) in 1986 (Angelo and Cross 1993). 

They designed the TGI to help faculty members focus on 
their instructional goals through self-assessment. Considered 
the initial step for faculty who wish to begin classroom 
assessment, the TGI is intended to help each faculty mem- 
ber individualize the perceived goals for each course, deter- 
mine assessment techniques to measure how instruction is 
meeting these goals, and initiate a process of sharing these 
goal perceptions with other faculty (Angelo and Cross 1993). 

The revised TGI includes o2 items, listed as goals for 
students, such as "develop ability to concentrate" and 
"develop a lifelong love of learning'' (Angelo and Cross 
1993. pp. 39t-9S). Faculty indicate their perception of each 
goal’s importance on a five-point scale ranging from essen- 
tial (5) to not applicable (l ). An additional item on the 
inventory requests an identification of the instructor's chief 
teaching role, such as “teaching subject mailer" or “serving 
as a role model.” A scoring device accompanying the revised 
TGI prov ides faculty with the opportunity to personally tally 
responses in six categories — thinking skills, academic skills, 
subject knowledge, general education, vocational training, 
and personal improvement (Angelo and Cross 1993). 

The classroom research project incorporated research 
dealing with educational objectives and formative evaluation 
(HUxnn 19^6: bloom. Hastings, and Madaus IT1), Formative 
evaluation, as distinct from summative evaluation, is de- 
signed primarily to provide indicators for improvement 
rather than some type of summary judgment. Angelo and 
Cross also used numerous syntheses of research on higher 
education's impact on students, such as Astin ( 19 ). Feld- 

man and Newcomb ( 1969). and Pace ( I9~9). Kssentiallv. the 
project focused on three major initiatives: refining the TGI. 
fostering teacher-directed assessment through the develop- 






menr of classroom assessment techniques, and encouraging 
the expansion of classroom assessment into instructional 
research to heighten understanding and to improve the pro- 
cess of teaching and learning (Angelo 1990; Angelo and 
Cross 1989. 1993^- The concept of classroom research in- 
volves the commitment of an entire institution to continuous 
data gathering on classroom practice and experience to in- 
form both faculty and administrators in their efforts to im- 
prove leaching and learning. (Because classroom research is 
an institutional program, it is not detailed in this report.) 

The issue of classroom research was an overarching 
theme of the project that sought to identify faculty as re- 
searchers of the instructional process. Classroom research, as 
distinct from traditional research conducted by university 
professors, is concerned more with a search for understand- 
ing about successful classroom practices than with general iz- 
able predictor schemes (Cross 1990). Thus, the practicality of 
the project is its major feature. 

Classroom assessment techniques 

Angelo and Cross developed the basis for the Classroom 
Assessment model. 30 relatively simple classroom assess- 
ment techniques (CATs), during the early stages of the class- 
room research project. Expanded and redesigned into an 
even simpler and mo.e accessible format, the 1993 edition 
of the CATs offers techniques for assessing students' skills 
and knowledge: altitudes, values, and self-awareness: and 
reactions to instruct ioi . Angelo and Cross actually ranked 
each CAT according to the perceived difficulty and time 
commitment required . 

Based on the principles of formative assessment, the CATs 
afford faculty members the opportunity to focus on interven- 
tions to assist students in the learning process (Angelo and 
Cross 1993). The techniques are designed primarily to provide 
faculty and students with valuable feedback and the extended 
opportunity for dialogue. Aside from summative assessments, 
such as tiadilional testing, faculty rarely have the opportunity 
to elicit needed feedback from their students. Further, much 
feedback from tests tends to be too little and too late. Faculty 
need input from students during the process of instruction to 
discover the problems students might be having with learning 
while the difficulties can still he corrected. 
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In addition to its formative nature. Classroom Assessment 
focuses on the learner and is managed by the individual 
faculty member (Angelo and Cross 1993). The development 
of learning skills among students, rather than the renewal of 
leaching, is the aim of the model. Moreov er, faculty mem- 
bers are Ixvst suited for collecting formative data and acting 
on the results. 'The teacher is not obliged to .share the 
results of Classroom Assessment w ith anyone outside the 
classroom'* (p. b. Although their use is specific to each 
classroom and situation, the techniques can he adapted for 
application in any discipline. 

Angelo and Cross ( 1993) identified some fundamental 
assumptions for their Classroom Assessment model, based 
on their extensive research during the course of the project, 
that link the model with improved teaching and learning. 
These assumptions take into consideration that both faculty 
and students need feedback. Using the techniques can also 
aid professional development. Perhaps most important, 
however. “Classroom Assessment does not require special- 
ized training: it can lx* carried out l>v dedicated teachers 
from all disciplines" (p. JO). 

While the T(il can help a faculty member locus on gener- 
alized instructional goals, teachers may need to relate spe- 
cific goals to specific lessons or classes and to focus on 
further information that is needed. Thus, they can achieve a 
more immediate link to the CATs. To serve as an additional 
instrument for this purpose, figure 2 is a simplified question- 
naire that offers faculty yet another ready mode of access to 
the CATs. An alternative to beginning an assessment project 
with teaching goals is to begin with questions (Angelo and 
Cross 1993). 



FIGURE 2 

QUESTIONNAIRE FOR PIANNING CLASSROOM 
ASSESSMENT: DISCOVERING GOALS 

I. What class (or lesson) do vou leach (or have taught) that vou 
believe can lx- improved? 

1. W'lial are three specific strengths of the class (or lesson)? 

3. What is at least one weakness? 
i. Describe tin.* way votir students learn. 

v W'lial additional inlormation from students d<> you need u> help 
them learn? 
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A sample of four CATs is briefly described to give readers 
an idea of the nature and purpose of the entire collection of 
techniques. They were selected because of their relative 
simplicity for implementation. Understandably, faculty new 
to the model will have greater initial success with sonic of 
the less complex CATs, such as the following techniques. 

One of the CATs that seems to hav e achieved the widest 
use, perhaps because of its extreme simplicity and obvious 
utility, is the ’minute paper." Presumably the creation of a 
physics professor at the University of California-Berkcley 
l Wilson 198b), the minute paper has become a familiar tech- 
nique (Davis 1993). It is also a good example of the com- 
mon nature of many of the assessment techniques, which 
"probably have been invented and reinvented time and 
again by instructors in various colleges at different times" 
(Angelo and Cross 1993. p. 183). 

The minute paper simply involves two questions dev el- 
oped by the instructor that will cause students to relied on 
specific aspects of a day’s lesson. The questions usually 
focus on a student's impression of the most significant 
aspect of the lesson and a question that remains in the stu- 
dent’s mind at the end oft lie lesson (Angelo and Cross 
1993)- Thus, the minute paper provides the instructor with 
two very valuable insights into the immediate learning pro- 
cess: comprehension of the content as well as lingering dif- 
ficulties with it. This kind of information in advance of any 
testing can clearly benefit both student and teacher. 

Another technique is “goal ranking and matching.'’ A 
procedure usually reserved lor the initial meetings of a class, 
goal ranking is intended to compare students’ goals for the 
class and the potential for their achievement with those of 
the instructor (Angelo and Cross 1993). faculty members* 
success with this technique depends on their flexibility, as 
students’ goals may not always match those of the instructor. 
Additionally, students’ goals may not be readily applicable to 
the cognitive aspects of the class. Often, students admit that 
their primary goal is to pass the class, as opposed to a spe- 
cific learning goal. Consequently, faculty using this tech- 
nique should caution students to focus on actual learning 
objectives. 

Similar to the minute paper in focusing on students’ spe- 
cific conceptualizations is a technique called "focused list - 
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ing." By asking students to list a group of key concepts 
related to a specific topic, the instructor can draw students’ 
attention to a major course topic while discovering the level 
of conceptual understanding among the students in class 
(Angelo and Cross 1993). The list can lie prepared to cheek 
students’ reading or listening or to precede a lesson simply 
to draw students' attention to the subject matter. A variation 
of this technique can he used as a pretest or post-test to 
note students’ preparation for the course as well as to mea- 
sure overall achievement. 

W hile focused listing can be used to quickly check stu- 
dents understanding ol reading assignments, the "reading 
rating" technique provides the instructor with additional 
helpful information about the text itself. Selecting good text- 
books that are directly applicable to college courses is often 
frustrating, and although some technologists suggest that 
textbooks may one day become obsolete, the task of text 
selection remains for now. The fact that many students may 
not understand some printed texts as well as instructors do 
should not come as a complete shock to most faculty mem- 
bers. Hven the circumstance that some students do not read 
at all. while disappointing, is not unusual. The reading rating 
is designed t<> provide faculty with information on their stu- 
dents’ reading as well as their understanding and satisfaction 
with a specific reading assignment (Angelo and Cross 1993). 
Thus, a faculty member can supplement gaps in understand- 
ing for the current class and make a more informed selec- 
tion of readings or text the next time the class is offered. 

A few cautionary suggestions may be necessary for those 
who are ready to try some of these techniques for the first 
time. The amon.it of information resulting from using just 
one technique in one class two or three times in a semester 
may be significant. Hence, faculty are advised to begin class- 
room assessment slowly and with relatively simple tech- 
niques (Angelo and Cross 1993) so they are assured of 
manageable amounts of useful information. Faculty should 
also allow more time than anticipated when first attempting 
classroom assessment (Angelo and Cross 1993). 

Second, this process of gathering anonymous feedback 
from students may Iv new to them, and instructors should 
therefore make allowances to ensure their successful partici- 
pation in classroom assessment. Students may need specific 
instructions to complete a given technique as well as an 
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introduction to the model itself. To ensure students' honesty 
and seriousness, the desired approach, faculty should insist 
on anonymity, even through the use of index cards for 
replies. And faculty need to respond promptly to the feed- 
back, with an indication of potential solutions to learning 
problems (Angelo and Cross 1993). Students will believe that 
their input is being taken seriously only if the dialogue is a 
two-way street and appropriate action follows. 

Perhaps the most unusual feature of Classroom Assess- 
ment, when compared to many “teacherproof techniques 
that have been developed, is its adaptability. Techniques are 
offered as suggestions rather than fixed procedures (Angelo 
and Cross 1993). and each CAT is designed to be as flexible 
as possible so that faculty can adapt them to their own par- 
ticular needs. Therefore, faculty should he encouraged to 
use only what works best for them. 

Feedback on Classroom Assessment 

Angelo and Cross’s model lias indeed made an impact on 
the discussion of improving college instruction, and refer- 
ences to the CATs have permeared the literature. The model 
has been called “promising and dynamic," offering opportu- 
nities “to refine instructional objectives, teaching methods, or 
evaluation techniques quickly** (Johnson, McCormick. Prus, 
and Rogers 1993, p. 160). The model not only helps faculty 
to measure students' learning; by involving students posi- 
tively in the instructional process, Classroom Assessment can 
actually become an active learning technique (Meyers and 
Jones 1993: Sorcinelli 1994). The model has three strong 
advantages; faculty are influenced most by research they 
conduct; research strategies are flexible and involve small 
samples in actual settings; and the focus of the model on 
improving instruction based on research appeals to faculty 
(Boice 1992). The most significant aspect of the model, how - 
ever, is the ease with which faculty can successfully use it 
(Boice 1992). 

After pursuing campuswide implementations of Class- 
room, Assessment, several institutions report that “classrooms 
are more charged with the energy of learning landl students 
are more involved in their learning than ever before" (Obler. 
Shirk, and rmbdenstock 1993. p. 2 IS). "What is evident in 
all the projects is an increased collegewide emphasis on 
teaching and learning that has generated faculty rcvitalixa- 
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lion" Ip. 221). Faculty enthusiasm for the CATs has been 
noletl ai comprehensive universities (Berry. Filbeek. 

Roll ist ein-Fisch. and Salt man 1990 and community colleges 
alike (Stetson 1991). The CATs are "excellent examples of 
ways teachers can experiment in their own classrooms" 
(Centra 1993. pp. 113-10. and several CATs have been 
described as simple to use and helpful in the feedback they 
provide (Davis 1993). 

Faculty at the Cniversity of Rhode Island describe the 
model as useful, particularly because of the simple tech- 
niques requiring minimal effort that provide needed infor- 
mation (Trickson and Strom mer 1991). The model is "com- 
pelling" and “a critical component of the instructional inno- 
vation process." and "in addition to its promise as a way to 
improve student learning. Classroom Assessment is signifi- 
cant as an approach to developing leaching expertise" 
(\unmiedal 199 i. pp. '302- a). Several benefits accrue from 
using the CATs, including students' heightened awareness of 
their own learning (in addition to increased knowledge of 
course content), greater cooperation in the classroom to 
assist learning, and increased faculty participation in learn- 
ing about leaching ( Kon 1992). The Classroom Assessment 
model is a “quic k and easy but very useful research ap- 
proach" (Lucas 1994. p. 112). 

The process of using the CATs as a research agenda by 
f;u*ully has been praised as an opportunity to gain insight 
(MeKeachie 199 D. Keen if "a systematic study" is not con- 
ducted. fac ulty can line! helpful ideas" by using the tech- 
niques (p. 339). The model “has been particularly helpful to 
teachers Irving to understand their students" (Brookfield 
I99T p. 9*t ) and "is popular w it h fac ulty attempting to assess 
their leac hing strengths and weaknesses" (Meyers and Jones 
1993. p. lb). ‘’Faculty across the* country have engaged in 
the activity." and “much better teaching and learning has 
come about as a consequence of the classroom research 
assessment movement" ( We inter 199b. p. 9). 

Tile Classroom Assessment model clearly has created a 
wide and enthusiastic audience. In terms of its simplicity to 
implement and to adapt hv individual faculty members and 
its potential value to both faculty and students, the model 
may indeed be one of the most powerful instructional devel- 
opment tools yet developed. The* model is empowering for 
students as wvll as fuc nlty. and one of its certain benefits 
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may be its capability to unite everyone in the education 
process to enhance learning. 

Other Forms of Assessment 

In addition to the four models already discussed, individual 
college faculty can apply several other techniques for self- 
assessment; including the Cognitive Interaction Analysis 
System, quality circles. Four-Phase Feedback, the Kpisode of 
Teaching Growth, and evaluation data. These techniques 
also help to provide useful data to the instructor who wishes 
to improve teaching. Because these techniques do not fit 
within the definition of models for t his report, they are only 
briefly described here. 

Cognitive Interaction Analysis System 

An approach to assessment by faculty that focuses on the 
communication taking place in the classroom, the Cognitive 
Interaction Analysis System (CIAS) uses coded data on class- 
room verbal interaction to help the instructor develop con- 
clusions about the teaching and learning taking place. De- 
veloped by Johnson (1976. 1978) and bused on the work of 
Flanders (1970). CIAS uses 10 categories for assessing class- 
room communication. Seven of the categories involve spo- 
ken communication from the teacher: acceptance of 
students* attitudes, positive reinforcement, value-free feed- 
back, questions, lecture, instructions, and criticism. Students* 
responses are categorized as cognitive and noncognitivc; the 
final category is silence. The technique includes procedures 
for recording these utterances as well as matrices for analyz- 
ing the receded interactions. Because of the complexity of 
managing the recorded data on matrices, a computer pro- 
gram has been developed to help facilitate its analysis 
(Johnson 1978). 

Quality circles 

Originally developed as a procedure for continuous im- 
provement in industry, the quality circle is basically an exer- 
cise to involve all participants in the process of decision 
making (('.rocker, Chiu, and Chantey 1984 ). The technique 
has also been applied to education, particularly for the 
enhancement of administrative ojx'rat ions (Kahn and 
Simmons 1990; Routine 1981). For individual faculty mem- 
bers. quality circles can be applied within the classroom. 
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offering students and faculty t he opportunity to exchange 
relevant information about specific experiences in the class- 
room ( 1 1 irshficld 198-4: Kogut 1984: WeimcT 1990). In terms 
of gathering information from students, this approach may 
appear to he an extension of the Classroom Assessment 
model. Hut instead of collecting individual written comments 
from students, the instructor would use the quality circle to 
receive immediate small-group feedback. The loss of ano- 
nymity in this case could, however, limit feedback if quiet 
students withhold their input or the group influences the 
tone of the discussion. 

As a technique for developing classroom procedures and 
decisions, the quality circle has the potential to succeed, 
similar to that in industry. Students can provide helpful 
insight for making decisions, and their involvement in the 
process can make students feel more responsible for their 
learning. In fact, students' participation in disciplinary deci- 
sion making has become a powerful motivating incentive for _ 
positive student behavior, even among younger groups 
(Cl kisser 1990). 

Four-Phase Feedback 

A procedure similar to Weimer's l : ive-Step Process for Im- 
proving Teaching, Four-Phase Feedback is dcscrilx'd as a 
procedure for collecting feedback and applying it to the 
process of improving teaching and learning (Mongos and 
Rando 1990). The four phases of the process include “U ) 
seeing and gathering. (2) interpreting and valuing. (3) plan- 
ning and building, and <-t) doing and checking” tpp. 

233-3-0 The first phase involves a recognition of a problem 
and the search for information to solve the problem. Once 
the information is obtained, it must be evaluated for accu- 
racy and usefulness in phase two. Designing a plan of action 
follows in the third phase, and the fourth phase includes 
implementation and evaluation of the plan. Like Weimer's 
model and most problem-solving procedures. Four-Phase 
Feedback incorporates the basic steps related to preparing, 
implementing, and evaluating a plan for change. 

Episode of Teaching Growth 

One more assessment technique comprising four stages 
represents the perceived growth process of college faculty. 

I ncor|*> rating a situation, faculty's reaction to it, information 



43 




gathering, and the faculty member's reflection, the Episode 
of Teaching Growth describes how faculty learn from their 
experiences in the classroom (Chism 1993). Because the 
technique also resembles a learning process, faculty might 
not always be aware of these stages during the course of 
their careers. Typically, faculty react to a particular instruc- 
tional problem and receive feedback on the consequences 
of the action taken. As faculty reflect on this feedback, they 
may develop insight into the wisdom of the action taken or 
realize that a different action would have been preferable. 
Faculty can use this technique to assess their behavior in the 
classroom and their problem-solving procedures. 

Evaluation data 

Faculty evaluation programs typically provide assessment 
information specific to individual instructors for the purpose 
of summative personnel decisions. Hence, summative evalu- 
ation data, unlike formative data, usually are not helpful for 
improving instruction. Nonetheless, a faculty evaluation can 
provide important feedback for the faculty member. For 
example, students' comments on faculty rating forms at the 
end of a semester could indicate some problems with the 
text that can prompt the faculty member to select another 
one. A colleague's recommendation that a faculty members 
syllabus, especially the supplemental bibliography, needs to 
be revised could also affect instruction. 

The teaching portfolio is one aspect of a faculty evalua- 
tion program that can lx* the source of particularly useful 
feedback.* Although portfolios art commonly used for sum- 
mative evaluation, the personal development of portfolios 
by individual faculty members contributes to faculty reflec- 
tion on the teaching process. Depending on the intended 
use of the portfolio, items to be included could lx* examples 
of a faculty member’s significant achievements (Kdgcrton. 
Hutchings, and Quinlan 1991 ) or reflective narratives about 
one's typical instructional practice (Seldin .1991). Faculty 
intent on improving the effectiveness of their teaching can 
use the collection ot data for the portfolio as a search for 
meaningful and useful feedback. The teaching portfolio, like 
many of the other techniques and models in this section, is a 
relatively recent development, yet its application, although 

See Murray thtlhcowinyt lor a ilelinilixe iliteiiNsion of live leaching portfolio. 
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certainly not yet universal in American higher education, is 
flourishing (Braskamp and Ory 199-t; Murray 199S; 
Zubizurreta 19W. 
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DISCUSSION/ SHARING MODELS 



Faculty are the major contributors to change in the class- 
room; hence, the most direct source of current classroom 
innovations should be faculty members themselves. Because 
faculty are inclined to accept only those changes that they 
deem necessary or desirable, supervisory coercion or even 
dissemination of innovations tends to be unsuccessful (Gaff 
1978; Turner and Boice 1986; Weimer 1990). In general, 
faculty tend to get new ideas for the classroom more readily 
from their colleagues (Quinn 199*0. If faculty are both the 
preferred developers and dispensers of innovations in the 
classroom, then techniques to facilitate their sharing should 
enhance the improvement of teaching and learning. 

The key. of course, is to conceive of a method to bring 
faculty together to facilitate this kind of sharing. For the 
models described in this section, the typical isolation of 
faculty as- a result of the classroom structure is a liability that 
must lx* ov ercome. Thus, the two models selected for dis- 
cussion in this section have particular aspects that can 
induce faculty to share with their colleagues. One model is 
designed for faculty control of lime and agenda. The other 
offers faculty a flexible opportunity to meet with colleagues 
in their own discipline. Hence, these models for generating 
faculty sharing can address some .personal faculty needs as 
well as infuse strategies for improvement into the classroom. 

Great Teachers Seminar 

In 1969. Roger Garrison hosted an experimental faculty 
development seminar in Maine that became the inspiration 
for the development of an extraordinary concept for faculty 
discussion and collaboration. One of the participants at that 
event was David Gott, shall, who a year later developed, with 
Garrison's blessing, the Illinois Great Teachers Seminar. By 
197S. Gottshall s annual event had become the National 
Great Teachers Seminar. Like Gottshall some of the partici- 
pants from other regions of the country adopted the move- 
ments major features and founded their own regional ver- 
sions of the seminar: the Iowa Great Teachers Workshop at 
Lake Okoboji, the Pacific Northwest Great Teachers Seminar, 
and the Texas Cheat Teacher Roundup (Gottshall IW.h. 

Now over 2^ years old and international in scope, the 
Great Teachers movement has indeed become a popular and 
influential aspect of college leaching. Originally designed for 
tvvo-vear college faculty (because two-year colleges are 
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devoted primarily to teaching and learning rather than re- 
search), the basic principles of' the Great Teachers Seminar 
(GTS) have been applied to other groups of facility intent on 
instructional development. Essentially, the GTS is a flexible, 
process-oriented workshop, with faculty as the major re- 
source. to facilitate the exchange of information. Its “focus is 
not on the teaching of specific disciplines, but rather on the 
art of teaching" (Gottshall 1993, p. 1). 

The GTS was developed around five essential purposes: 
the recognition of g(xxl teaching, the search for instructional 
ideas not bound by disciplines, the nourishment of reflection 
and self-assessment, the process of instructional problem solv- 
ing. and the promotion of faculty sharing and collaboration 
(Gottshall 1993: Item hard and Layng 1994). Relying on an 
ac knowledgment of the principles of change theory U lord. 
Rutherford. Huling-Austin. and Hall 1987). the GTS is a visible 
example of the dynamic qualities inherent in faculty-driven 
faculty development. Moreover, each seminar is distinctive. 

The GTS is “a continuing adventure in staff development" 
(Gottshall 1993. p. 14). 

Four basic presumptions 

The basis for the GTS exists in four explicit, logical supposi- 
tions. First, as suggested earlier, faculty tend to be more 
receptive to instructional input from other faculty. "Properly 
facilitated shop talk can be the highest form of staff develop- 
ment" (Gottshall 1993. p. "T Second, the fundamental diver- 
sity of faculty from different disciplines, representing varying 
interests and experiences, supports instructional ingenuity. 
Third, the essential resource of a group of faculty is the col- 
lective capability they generate as a whole. This resulting 
synergy exceeds the capabilities of any single specialist in 
college teaching. Fourth, to leach well is to simplify. In other 
words, less input delivers more results- (Ho ice 1992: Gott- 
shall 1993). 

Necessary characteristics 

The key to the success of the GTS is partially its list of defin- 
ing aspects, These conditions tend to differentiate the gen- 
uine GTS from any other meeting or conference. I nlike 
typical gatherings of educators, the GTS should not have a 
preplanned agenda. Although potentially troubling for some 
faculty and possibly alarming to administrators, the flexible 
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last-minute agenda that results from participants’ input gen- 
erates benefits that far outweigh any of the imaginable draw- 
backs of abandoning traditional planning procedures. The 
normal GTS agenda is extracted from two short essays — de- 
scribing a successful instructional idea and a troublesome 
classroom dilemma — written by participating faculty before 
the event. Accordingly, the director and the facilitators of the 
event do not contribute their own views to the agenda (Gott- 
shall 1993). 

Because the content of the event is not established before 
the seminar begins, the preparation of a schedule in ad- 
vance is also precluded. Schedules lack flexibility (Gottshall 
1993), and the establishment of a schedule requires that it 
be observed to demonstrate command of the situation. 
Unfortunately, the rigidity inherent in a schedule eliminates 
opportunities to consider new ideas or adjust the timing .for 
those that require more or less time. The GTS instead relies 
on a list of activities prepared a few hours in advance. 

Often meetings of educators include a keynote speaker or 
facilitator considered an expert in the field, from whom 
participants will glean a vast array of insight. The GTS is 
fundamentally devoid of such hired guns, however. The 
inherent philosophy of the GTS is the greater benefit ac- 
crued from pooling the capabilities and knowledge of pro- 
fessionals whose daily experience is in the classroom. The 
characteristic strength of this synergy is also one of the 
major concepts conveyed to participants in a typical GTS. 

Faculty, who arc thus given an opportunity to share their 
ideas and experiences, may also he inclined to share their 
gripes. Hence, the seminar begins with a consensus of all 
participants to focus their entire seminar experience on prag- 
matic and supportive efforts. The premise for this caveat is 
that negative discussions, an all-too-frequent element in fac- 
ulty lounges, do not accomplish favorable results. “There is 
no room for had news; only good news is acceptable" (Goit- 
shall 1993. p. 11). After all. the most important rewards par- 
ticipants receive arc useful ideas. Moreover, everyone ac- 
cepts the mutual participation common to the small-group 
teaching method. No "stars," c lowns.’’ or "wallflowers" arc 
allowed. The operative word in this seminar is "sharing." 

Good teaching involves a certain amount of contempla- 
tion. which is also a necessary part of any learning activity. 
One weakness displayed by poor lecturers is the delivery of 
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a lecture that leaves no time in the middle for thought. Thus, 
the GTS necessarily includes ample opportunities for reflec- 
tion. much like any good lecture should. Again, this particu- 
lar element of the seminar may disturb the administrator 
who has become distanced from the classroom. But "free" 
time for reflective thought is an extremely important compo- 
nent of good teaching. With the allowance of sufficient un- 
scheduled time, participants can begin to assign their own 
meanings to the numerous ideas and concepts discussed. 

One of the two basic segments of the seminar is problem 
solving, and participants can expect to occupy much of their 
time dealing with the difficulties presented in the initial 
essays. Care must be taken with this process, however. 

People who allow a problem to become too complicated 
will make it more difficult to solve. Similarly, a problem that 
is made simple has a simple solution. For example, a faculty 
member concerned about students’ cheating on tests de- 
cided to construct several different forms of each test. Unfor- 
tunately, the problem was made worse, because the teacher 
did not have time to make so many different tests, distribut- 
ing the tests in class was cumbersome, and grading them 
was a nightmare — leading to the conclusion that less is more 
(Gottshall 1993. p. 1 1 ). 

While these important guidelines for a GTS that is true to 
its original intentions imply a certain rigidity in the process, 
the all-important flexibility of the event results from the 
diversity of the participants. Thus, the seminars appear to 
resemble one another, yet the content and the outcomes are 
always different. And without these necessary ingredients, 
the event would not be a GTS (Gottshall 1993). 

The continuing adventure 

'File GTS has demonstrated its appeal around the country. In 
addition to the three descendants of the original Illinois Great 
Teachers Seminar in Iowa, Oregon, and Texas. Gottshall 
established seminars in California, Hawaii, Arizona, British 
Columbia. Connecticut. Missouri. North Carolina, North 
Dakota. Ohio. Ontario. Utah, and West Virginia, and some of 
these events have also led to individual college seminars. For 
example, over 30 such events have been conducted just in 
California. A survey of 100 community colleges indicates the 
“relatively common practice" of seminars by ‘great teachers’" 
(UaurkUen I99 i. p. 2 i0). 







The seminars themselves seem to Ik* the chief means for 
disseminating the GTS nuxlel. as published accounts of 
Garrison’s and Gottshalfs work have been minimal (Garri- 
son 1969: Gottshall 1993: Reinhard and Layng 1994) and 
reports of the model's effectiveness seem not to exist. Thus, 
the popularity of the GTS appears to be the only analysis 
available. Based on the faculty's resistance to efforts to im- 
prove teaching (Gaff 1978; Turner and Boice 1986; Weimer 
1990), however, the well-established success of the model 
may be a sufficient recommendation. 

Academic Alliances 

Another initiative to bring faculty together for professional 
discussion and sharing of ideas began in 1981 with a project 
called Strengthening the Humanities through Foreign Lan- 
guage and Literature Studies. The concept was centered 
around the goal of establishing a community of scholars with- 
in specific disciplines to focus on quality instruction, much 
like county medical or legal organizations have worked for 
quality in their respective professions. The initial project, 
funded by grants from the National Endowment for the Hu- 
manities. the Rockefeller Foundation, the MacAithur Founda- 
tion. and the Hxxon Education Foundation, became known as 
Academic Alliances; School College Faculty Collaboratives 
(Gaudiani 1983: CTjudiani. Krug, and Slaughter 198-t). 

Like the GTS. the Academic Alliance model focuses on 
faculty sharing. By 1983, over 100 Academic Alliances in tO 
states were established in foreign languages. English, history, 
biology, chemistry, and physics (Gaudiani 1983). The alli- 
ances are intended to concentrate on the needs of faculty in 
a single subject field at all levels, kindergarten through uni- 
versity. within a local geographic area. Often operating in 
concert with state and regional disciplinary associations, the 
alliances, which typically range from 13 to 30 faculty, meet 
frequently (monthly or bimonthly) and can thus serve as a 
bridge to the larger group. As travel budgets continue to be 
reduced, this concept of a local professional group can truly 
benefit those who are unable to attend national, regional, or 
even state meetings, 

The Academic Alliances model operates on five basic 
premises developed by MaerotT ( 1983) that are indicative of 
successful partnerships (Gaudiani and Burnett 1986). Logi- 
cally. these premises resemble the concepts that support the 
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GTS. First, individuals involved in such collaborative efforts 
must understand that they have something ro communicate. 
Second, participants should abandon any real or perceived 
notions of personal position or standing. Hence, individual 
reputation within a discipline and a teacher's grade-level 
assignment are not considered in the interest of establishing 
and maintaining a cooperative environment. This goal can be 
achieved by focusing on the third premise, placing the prob- 
lem^) to be solved at the forefront of the endeavor. Fourth, 
some kind of incentive will also further collaboration. Finally, 
the project's success can be further enhanced by emphasiz- 
ing the role of the partnership rather than its structure. Thus, 
the various alliances are provided with some guidance to 
accomplish their goals (Gaudiani and Burnett 19H6). 

Purpose of the alliances 

Clearly, the establishment of a perpetual collaborative of local 
faculty at all levels is the major objective of the alliances, and 
this goal is not unlike the expectation of continuous collabo- 
ration as a result of the Great Teachers Seminar. The alliances 
also are intended to keep the applicable discipline's faculty 
current in the field and to shoulder the obligation for excel- 
lence in the profession without excessive expenditures of 
time and money. "The Academic Alliance project is built on 
the assumption that teachers, working collectively, can be a 
powerful and cost-effective force in improving the quality of 
their own professional lives" (Gaudiani 19BT p. ~0). 

Moreover, the collaborative groups can be an effective 
catalyst to break down the isolation inherent in leaching. 
Along the same lines, participating faculty are expected to 
foster mutual understanding by setting aside intolerance of 
one another and building shared esteem for colleagues. 
Hence, meetings of the alliance, like those of the GTS, can 
help to create a sense of harmony and cooperation among 
faculty. These efforts are intended to improve education 
through the development of faculty, who are indeed the 
most valuable resource in education (Gaudiani, Krug, and 
Slaughter I9«St ). 

Typical alliance meetings 

Resembling the GTS. the model for Academic Alliances 
involves meetings for faculty conducted by faculty (Gaudiani. 
Krug, and Slaughter I98i). Institutions do not form partner- 




ships as pan of an alliance (Gaudiani and Burnett 1986). 

Each meeting is designed around literature or conference 
reviews, instructional demonstrations or exchanges, or panel 
discussions (Gaudiani 1985). Much like a conference with 
concurrent sessions, these discussions and demonstrations 
can he scheduled simultaneously to meet participants' vari- 
ous needs. Whether the group's need is to maintain an up- 
to-date approach to instruction or simply to share successful 
practices, the typical meeting format can he designed appro- 
priately. like that for the GTS. Lengthy presentations are to 
be avoided. The management of alliance meetings is also 
similar to the GTS: No single group or individual controls the 
process, and expert" speakers generally are not involved. 

Funding such events is relatively simple as a result of the 
limited needs for most meetings. Keeping the group within 
the local ar< 1 precludes the need for travel and lodging 
expenditures. And because the meetings are usually limited 
to a few. hours and existing rent-free space is often ade- 
quate. additional costs can he eliminated as well. Moreover, 
an allowance for guest speaker or facilitator fees is unneces- 
sary (Gaudiani 1985). 

Alliances uniting faculty 

The Academic Alliances model is another example of dis- 
semination that has been achieved primarily without pub- 
lished reports. The limited coverage of the model in the 
literature is primarily the result of the initial project's admin- 
istrative office (Siegal 1985; Silber and Moore 1989: Watkins 
1989). Nevertheless, the concept has been adopted across 
the country, with over 200 alliances established in fewer 
than 10 years. 

With a MacArthur Foundation grant, the American Associ- 
ation for Higher Education assumed major support of the 
project in 1988 (Gaudiani 1990). The Academic Alliances 
project continued under the guidance of AA1IH until 1992. 
when it was determined the model no longer needed na- 
tional support to continue. The operation of the alliances 
naturally devolved to local institutions. Since then, variations 
of the model have also been developed, for example, the 
Discipline Dialogues project of the Maricopa Community 
Colleges (Travis 1992). 

Although a formal evaluation of the model was planned 
for 1986 (Gaudiani 1985), no comprehensive study exatnin- 
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ing the overall impact of the alliances was conducted. Indi- 
vidual alliance groups have. however, felt a strong sense of 
accomplishment, particularly in improved self-esteem and 
the professional attitude of participating faculty (Guudiani 
1985). Even administrators were impressed with the results 
of the project. 

After AAHlv took over management of the project, sev eral 
case studies were performed to measure faculty members' 
response to the model.* The collective reaction from faculty 
during these case studies indicated that they considered the 
Academic Alliances a worthwhile .activity. The model's inher- 
ent inform; lity appeared to have fostered more effective 
programs, and the concept of faculty members' designing 
and conducting activities for their professional development 
has become attractive to college and university faculty. This 
faculty-driven process can also serve as an incentive for 
greater faculty participation in development programs. 

Related Techniques 

Two additional approaches for encouraging sharing among 
faculty — consultation collaboration and teaching academies 
— are described only briefly. Neither is as well-defined as 
tile Great Teachers Seminar or Academic Alliances, and both 
ll've numerous possible variations, further, neither tech- 
nique fits the definition of a model for this report. 

Co ns ulUtlfon/colUtboration 

Faculty are not restricted to special occasions, such as the 
GTS and Academic Alliances, for sharing with their col- 
leagues. Informal consulting or collaborating with fellow 
faculty members, while relatively new as a faculty develop- 
ment technique, is yet another approach that is becoming 
increasingly accepted in higher education (Austin and 
Baldwin 1991: Baldw in and Austin 1995). Collaboration 
among faculty peers can also lx* applied to an assessment 
process (Aleamoni 198": Heppner and Johnston 199-1: Keig 
and Waggoner 199t>. A faculty mentor program is yet an- 
other application of this collaborative arrangement (Boice 
1992: Sorcinelli 1995). 

The resemblance of this technique to peer teaching or 
cooperative learning, although applicable strictly tn faculty in 
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this case, should he apparent (Johnson, Johnson, and Smith 
1991: Whitman 1988). While formal consultation has become 
a common form of faculty development on many campuses 
(Annis 1989: Lewis J988: Nyquist 1980), such an application 
of professional consultation is not an aspect of this particular 
technique, which involves only peer consultants rather than 
professional faculty developers. Each of these forms of col- 
laboration and consultation may appear to he distinct, yet 
they all share a familiar principle that connects them-, faculty 
links as "a matter of social support'* (Boice 1992. p. 129). 
Essentially, the technique in its many forms involv es the 
practice of faculty working together to learn, to solve prob- 
lems. or to create (Brinko 1991: Carroll and Pattishall 19H(>: 
Ferren and Geller 1983). Hence, the conimc n thread of fac- 
ulty helping faculty runs through this section. 

Teaching academies 

Connected to some institutional efforts to recognise and 
reward faculty, the concept of the teaching academy is 
intended to both recognise excellent teaching and to pro- 
mote sharing among academy members and the institution's 
faculty (Chism, Fraser, and Arnold 1990). The academies 
vary in their individual objectives, fiscal support, functions, 
relationship it) the rest of the institution, organizational form, 
and selection of members, and they have varied goals: 

• To adrocak • the importance of leaching 

• 7b create an appropriate reward structure for teacl n'ng 

• 7b promote a sense tfcominnni/yjinnmg teachers 

• To serre as role models x 

• To foster research on college teaching and learning 

• To adi'ise /he institution on Ictiching policies and practices 
(Chism. Fraser, and Arnold 1990. p. 2~>. 

These academies have been designed at such institutions as 
Ohio State Cnivcrsiiy. Thomas Jefferson Cniversity. the 
Cniversity of Arkansas, and the Cniversity of Wisconsin. 

Institutions as well as faculty receive benefits from these 
programs (Chism. Fraser, and Arnold I99(i), The commit- 
ment to leaching and its effectiveness has an impact on the 
institution, while the sharing among faculty that can lead to 
the development of a community of scholars benefits both 
faculty and the institution The academies are a source of 
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incentives for improving one's teaching. Nevertheless, the 
academies also have some disadvantages, among them the 
resulting increase in workload that generally is demanded of 
academy members and the reduction in actual teaching 
assignments for academy members, which causes the institu- 
tions to lose valuable teaching expertise. In general, how- 
ever. the advantages are greater than the disadvantages for 
the institutions that implement academies (Chism, Fraser, 
and Arnold 1996). 
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The sharing of innovative ideas among professionals is cer- 
tainly one effective approach to foster institutionwide im- 
provement. Unfortunately. a seminar or alliance may not be 
conveniently available, and the sharing possible through 
collaborative efforts understandably is limited. Some faculty 
may not have the opportunity to learn from the institution’s 
most creative or most adventurous innovators. Others may 
not feel the desire or need to share or learn from colleagues. 
Additional opportunities to distribute functional ideas are a 
necessary complement to the faculty sharing moods. These 
dissemination techniques are often provided as an element 
of institutional support for individual faculty development. 

Centers for Improving Teaching 

Although many college faculty dev elopment programs can 
serve as a somewhat limited source of ideas for improving 
teaching and learning, the pursuit of existing research to 
augment a program's collection of innovations may be 
beyond the capabilities of an individual college’s efforts. 
Northwestern University developed a model program de- 
signed to accomplish both development and dissemination, 
in pan through the efforts of Benjamin Bloom. The Center 
for the Improvement of leaching and Learning was estab- 
lished at the City Colleges of Chicago as a national resource 
for information on instructional practice (Guskcy 1988: 
Ciiiskey. Barshis. and Huston 1982). 

The center's distinctive approach 

While its essential purpose was instructional research, the 
center w as committed to efforts that transcended most 
research centers. All the center's work had to result in prag- 
matic applications to college classrooms. The focus of the 
research, therefore, included the techniques and differences 
of both teaching and learning (Guskey. Barshis. and Huston 
1982). Further, each practical idea also had to demonstrate an 
exceptional impact on student learning with comparatively 
minor efforts in instructional manipulation, a so-called “multi- 
plier effect’’ (Guskev 1988: Guskey, Barshis. and Huston 
1982). The center’s efforts were based on the assumptions 
that the improvement of instruction was possible on a grand 
scale and that faculty uuild generally advance to the capabil- 
ities of muster teachers. 
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The corners projects were drawn from three primary 
sources: educational literature, working faculty, and eminent 
scholars. Searching for the techniques and differences that 
have demonstrated a sizable impacr on reaching and/or 
learning, the centers staff conducted thorough literature 
reviews and collected and analyzed effective techniques 
suggested by faculty from around the country. The center 
even maintained researchers on its staff who were recog- 
nized experts in the areas of leaching and learning in higher 
education. With additional recommendations from these 
authorities in the field, the center was able to profit from a 
range of potentially innovative ideas. 

The concepts generated by all three sources were then 
transformed into procedures or techniques to be applied at 
only one or two colleges in pilot programs. The pilot projects 
that demonstrated particular promise could then be expanded 
into demonstration projects for up to six locations. If these 
advanced projects proved educationally effective and fiscally 
efficient, the center could then disseminate its findings - 
through meetings and publications. The anticipated outcomes 
of these projects were expected to enhance the vitality of the 
faculty, motivating them through the development* of an envi- 
ronment that encourages expert men tat ion Kiuskey. Harshis. 
and Easton 1982). Although results of the centers early stud- 
ies were not entirely favorable, "the vast majority produced 
e.vceptiotutffy posit iv v results" ((luskey I98.S. p. 9). 

Spread of the concept 

In essence, the Center for the Improvement of Teaching and 
learning was a new creation. While most improvement cen- 
ters focused oil the development of faculty (Ciaff 19”^: Croup 
for Human Development I9~ i). this new model served as a 
hybrid for faculty grow th, development of resources, and 
research in leaching. 'This center model has not been widely 
implemented, as the requirements and institutional' resources 
of specific colleges and universities may proscribe the estab- 
lishment ol such a center on their campuses. Consequently, 
the development of the center s model in the literature is 
limited as well. 

Even so. other similar centers have been developed. Since 
the opening of tile center at the City ('.ol leges of Chicago. 
Lord Fairfax Community College in Virginia (McMullen 
I9K2). the l iiiversity of Washington (Xyquisl 19Kb). and the 




University of Colorado-lit >u Icier (Shea 1990) .ill established 

‘ comparable centers. Similarly, other institutions — the Uni- 

— versity of Texas-Austin, ball State University. Ohio State 
University, the University of Toronto, and Harvard Univer- 
sity. among others — seem to have adopted the model for 
their own particular needs (Gullctte 1984; Wadsworth 1988). 

. Perhaps the unusual nature and the requirements for estab- 
lishing such a center for instructional improvement will 
affect the potential for further expansion of’ the model's use. 

Publications 

Both national and local faculty development programs have 
produced a wide range of published resources on teaching, 
including journals, newsletters, and books. Several notable 
examples have been designed for the dissemination of ideas 
and innovations for improving teaching and learning: the 
Jossey-Bass series. New Directions for leaching and Learn- 
ing. launched in 1980: three journals, (a > l lege Teaching. J< mr- 

- nal on Excellence in College Teaching, and hmoratiee 
Higher lid n cat ion; McKeachie’s Teaching 'Tips' ( 1 99a ). now in 
its ninth edition; the Sage series. Survival Skills for Scholars; 
the contribution to the ASHE Reader Series. Teaching and 
Learning in the College Classroom ( I'eldman and Paulsen 
1994); and the series published by the Professional and 
Organizational Development Network in Higher Education. 
To l m pro re the Academ y. Three publications in particular 
appear to stand out as especially useful to individual faculty: 
Innocation Abstracts. The Teaching Professor, and The 
National Teaching and Learning L'ornni. 

Reading is the second most common activity by which 
faculty gather new ideas for teaching (Quinn 199-1). Vet most 
faculty do not seem to have much time to read about teach- 
ing. In fact, many faculty members tend to place less signifi- 
cance on reading for teac hing improvement (Weimer 1988). 
Instructors often collect large amounts of useful and impor- 
tant reading material — which finds a familiar home on the 
corners of faculty desks (Quinn 1994). Add to this dilemma 
of growing stacks of necessary reading matter the modem 
phenomenon of the enormous increase in information. The 
thought of keeping up with useful, or even important, read- 
ing has become a more unrealistic dream. 

Consequently, faculty who may he inclined to scan the 
literature for ideas about teaching and learning require con- 
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cise resources that will not place another burden on their 
already limited time. Because the hulk of faculty reading that 
focuses on teaching is also relatively casual (Quinn 1994), 
publications in the format of a newsletter may he especially 
useful. The three publications desc ribed in the following 
paragraphs fit this definition and offer busy faculty sub- 
stance without excessive space. 



Innovation Abstracts 

A creation of the National Institute for Staff and Organiza- 
tional Development (NISOD), based at the University of 
Texas in Austin, Innovation Abstracts has been published 
weekly during the school year since 1979. The publication 
normally covers the front and back of a single page, with 
one or more brief articles written primarily by college fac- 
ulty. The focus of each article is a successful technique or 
innovation and its application by the author or an idea for 
improving instruction. Kadi contributor s address is included 
at the end of each article to provide a point of reference for 
further discussion and questions. The series was referenced 
by the KRIC system beginning with Volume 3 (Watkins 
19K1). Although the overall mission of NISOD is targeted 
toward two-year colleges, the messages found among the 
issues of Innovation Abstracts c:\n apply in classrooms at all 
levels of higher education. 



The Teaching Professor 

A similar, brief periodical, with more representation among 
its authors from four-year colleges and universities, 'the 
Teaching Professor has been published monthly during the 
school year since 19K7 by Magna Publications (see Weimer 
19H7 for an early example). Although this periodical is gen- 
erally more lengthy than innovation Abstracts, the average 
length of articles in both publications is comparable, again a 
strong advantage for faculty. Like the NISOD publication. 

The 7 'each ing Professor f( )cuses on ideas and innovations 
that can improve and bring new life to teaching and learn- 
ing. The purpose of these contributions, as the publisher has 
stated, is to help faculty resist the temptation to continue us- 
ing worn-out lecture notes and equally worn-out teach- 
ing methods. 
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The National Teaching and learning Forum 

The George Washington University, in conjunction with 
James Rhein and Associates and the ERIC Clearinghouse on 
Higher Education, initiated yet another type of newsletter, 
also written by educators, in 1991. Oryx Press has since 
taken over publication of this newsletter. Because of the 
faculty contributions to The National leaching and Learning 
Forum . this publication offers practical advice, much like ///- 
novation Abstracts and The Teaching Professor. The articles 
offer a variety of case studies, tested classroom techniques, 
and applications of research in teaching and learning in a 
conversational format that endeavors to speak to faculty in 
all subject fields. With six issues published during the aca- 
demic year. The National Teaching and Learning Tonnn 
provides more substance than the other two periodicals, 
usually incorporating five or more articles per issue. 'This 
publication recently added an on-line edition. 



Three adv antages help to make these publications stand out 
as an effective dissemination model for improving college 
teaching. First and most important, faculty, drawing on their 
direct classroom experience for their ideas, contribute most 
of the articles. Second, the ability of the contributors to 
deliver their messages concisely and completely is a tremen- 
dous benefit for busy faculty members. Although an individ- 
ual institution's faculty development newsletter can supply 
each of these two qualities, it usually cannot supply the 
range of contributions from across the nation. 

These three publications are very similar, with the only 
major differences among them their length and typical con- 
tributors. l-ach publication should be equally useful to prac- 
ticing faculty, although the major drawback to their useful- 
ness is, of course, that they fit within the category of reading 
material, Because a sizable amount of obligator) reading 
material often exists, optional items, such as these brief pub- 
lications. might not be widely read or the ideas contained in 
them often used. Consequently, the discussion models de- 
scribed in the previous section could be used to augment 
the dissemination of innovative classroom techniques con- 
tained in the newsletters. For example, individual faculty, 
each reading a selected article, can summarize the reading 
for discussion groups. Instructors who have already tried a 
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particular idea in the classroom can offer valuable examples 
in these discussions. 

Although faculty exposed to these publications are gener- 
ally extremely complimentary of each one. no formal evalu- 
ation of them appears to have been conducted. The Teach- 
ing Professor has been called *a runaway best seller" (Chism 
1991. p. 23 7 ). but other references to these publications in 
the literature are rare. Current circulation figures can sene 
as a good indication of each publication's impact on the 
profession. Innovation Abstracts reponed a circulation in 
excess of 75.000 in 1996: circulation figures for 7 he Teaching 
Professor and The Xational Teaching ami Learning Forum . 
were 20.000 and 3.000. respectively. 'Hie National Teaching 
and Learning Forum recently expanded its circulation, in- 
cluding international subscriptions, with its on-line edition.* 
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CLINICAL DEVELOPMENT MODELS 



College and university faculty usually are not adequately 
prepared to teach. Faculty require a knowledge of various 
teaching methods and sufficient experience using these 
.methods to develop their teaching skills. For those who 
need to develop these skills, the chance to learn and experi- 
ment within a supportive clinical environment could he de- 
sirable. This section describes a model that provides such a 
nonthreatening opportunity for development. Because of the 
model's format and clinical nature, faculty participants nec- 
essarily require some time away from their normal responsi- 
bilities. The essential clinical environment must he provided 
as well. Consequently, the cost of providing this develop- 
mental model to faculty can he significant. 

Instructional Skills Workshop 

An intensive pedagogical workshop that uses a clinical 
supervision context, the Instructional Skills Workshop (ISW) 
is intended to provide for college faculty what their public 
school counterparts generally experience — mief breaching 
laboratory classes. 

Microteacbing is a scaled-down teaching encounter in 
which ( typically ) a teacher plans and teaches a lesson 
incotporating a Ix'ban'orally defined teaching skill , 
receives peer and video feedback, and ret caches the 
lesson. Thus, teachers experience practice with feedback 
and leant to discriminate effective from ineffective 
teaching behaviors ( l.cvinson-Kose and Mongos 1 98 1 . 
p. *114). 

Administered by college faculty for college faculty, the ISW 
offers this approach to microteaching as a nonthreatening, 
formative development activity. Developed in 19”9 for the 
British Columbia Ministry of Education, the ISW was de- 
signed to meet the needs of college faculty who had little or 
no pedagogical training t Morrison 19S5). 

Components of the iSW 

Essentially, the ISW is a complete package of opportunities 
for clinical development. Incorporated in the program are 
three separate stages of learning, with each successive level 
building on the development that participants gain in the 
previous session or sessions. 
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The basic instructional skills program. The primary ele- 
ment of preparation emphasizes the development of instruc- 
tional skills. During this phase, faculty participants are in- 
volved in a rigorous four-day workshop designed to provide 
instruction and guided practice in pedagogy. Kach workshop 
includes four to eight faculty participants and two trained 
faculty facilitators. This process focuses on the development 
of lesson plans, including instructional objective writing, and 
the presentation of short lessons (Morrison 1985). Thus, par- 
ticipating faculty have an opportunity to practice with exist- 
ing instructional skills and experiment with new ones. It is 
important to note, however, that “the workshop does not 
presuppose a right wav' to teach or learn" (Kon 1992. p. 

66). and the workshop is not intended "to completely ox er- 
haul the instructor" (Bloor 1987. p. 2). 

The basic 1S\Y schedule comprises four six-hour days. 

The fust day begins with the establishment of the positive, 
nonthreatening atmosphere necessary to the entire process. 
Also included in day one afe a demonstration of both a 
minilesson and a feedback session, guidance in both giving 
and receiving feedback, and a lesson in instructional design 
skills. The remaining three days of the workshop are de- 
voted to the presentations of minilessons and the perfor- 
mance of feedback sessions. Kach participant is expected to 
provide a 10-minute minilesson during each of these three 
days' activities. The lessons are presented to the other par- 
ticipant.''. w ho seise as learners, while the instructor is video- 
taped (Bloor 198" 7 ). The use of videotape is a common tech- 
nique for providing useful feedback to the instructor. 

The mini lessons are necessarily brief to limit the amount 
of feedback so that it is manageable for the instructor- 
participant. Because the ininilessons must be limited to only 
10 minutes, care must be taken to provide participant- 
learners with comprehensive coverage of only one concept 
that also does not require special prior instruction, further, 
instructor-participants are expected to incorporate five key 
elements in each lesson: an introduction or "bridge-in." the 
lesson's object i\c. a pretest, active learning that involves 
experimenting with unfamiliar teaching styles, and ;i post- 
test (Bloor 198"). 

Clearly, including all of these requirements in a mere 10- 
minute lesson is a tall order. The participants are therefore 
expected to spend a considerable amount of time preparing 
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each lesson. The care taken to completely explain a concept 
and to make the entire presentation succinct may draw the 
participant's attention to the diligence* required for each con- 
cept in actual instruction. 

Each lesson is immediately followed by a 20-minute feed- 
back period guided by the facilitators to ensure that the non- 
threatening atmosphere achieved on the first day is main- 
tained. During the first seven minutes of the feedback ses- 
sion. participant-learners are asked to reflect on the learning 
experience in writing on guided forms. Facilitators then lead 
paiticipant-learners in a discussion to share these experi- 
ences during the remainder of the feedback period. Through- 
out the process, the videotape can lx* used to illustrate 
pertinent comments ( Mloor 19b'). 

Feedback sessions are generally guided by three funda- 
mental questions relating to the actions that facilitated learn- 
ing, those that interfered with learning, and those that could 
he incorporated to improve instruction. The intent of the 
workshop is to focus on the process nf teaching the lesson, 
not to dwell on its content. The result, consequently, should 
lead instructor-participants to develop as professionals with- 
out losing the necessary confidence or feeling of self-worth. 

Training facilitators. The second stage of the workshop is 
a training session for facilitators. The process of developing 
instructional skills can be understandably stressful and there- 
fore requires the guidance of skilled facilitators. This Facili- 
tator Skills Workshop is designed to prepare instructors 
experienced with the ISW to operate the workshop at their 
own colleges (Morrison 1985). This workshop can be con- 
ducted as part of an ISW. with the addition of a fifth day. 

Preparation of trainers. For those who wish to further 
their experience with the ISW. a one-day session to instruct 
facilitator-trainers is the third stage of the model. This com- 
ponent of the workshop prepares the individual who has 
completed the training in facilitator skills and has led several 
ISWs to conduct the Faeilitator Skills Workshop (Morrison 
1985). 'finis, the complete ISW package can he accom- 
plished in six days of instruction. For institutions with time 
constraints that could prohibit the consecutive schedule, 
alternative formats on weekends or evenings are also possi- 
ble (Minor 1 98'; Morrison 1985). 
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The dissemination of instructional skills 

The Instructional Skills Workshops were initially conducted 
by the British Columbia Ministry’ of Education for its provin- 
cial colleges (Morrison 1985). The first workshops were field 
tests involving lx>th experienced and new faculty in liberal 
arts and occupational programs, who reacted to the ISW 
enthusiastically (Kort 1992). As the British Columbia Ministry 
of education did not fund the workshops, "the number of 
workshop participants is one important measure of the value 
placed by institutions on the program" (Morrison 1985. p. 

80). By 1985. almost 2,000 faculty members had attended 
these workshops, with a total of 2.500 by 198" (Bloor 1987; 
Morrison 1985). 

After “a decade of success in British Columbia." the model 
was introduced in 1980 to community college faculty in 
California (Kort 1989. p. 1). Comments from participating 
faculty and administrators indicate the value of the model: 

Pre been teaching for about 1 2 years. tc it bout any bind 
of formal instruction in methodology. and although I 
thought I teas doing a reasonable jot), there teas a secret 
apprehension or fear. It turned out that my copartici- 
j >anis u ere not in the feast judgmental or critical. ... I 
Jed highly energized by the process. . . . 

ft has really heightened an anareness of instructional 
technique and prorided many of ns with an excellent 
opportunity to sbuipen shills. . . . 

I util I got it/to the IS u ; /i/a\7 of my professional derel- 
opmeut teas technical in nature. A 'on' i am much more 
airare of teaching styles and learning styles. . . I guess 
/ am moling from being teacher-oriented to being a lot 
more student-oriented ( Morrison 1985. p. SO). 

By 1992. Instruction.il Skills Workshops were being conducted 
on 50 American campuses, led by facilitators from their own 
personnel. The model has been introduced to state universi- 
ties as well (Morrison 1985), 

Another Model: Teaching the Technology of Teaching 

Although clinical development opportunities for college 
faculty are not loo common, the ISW is not necessarily the 
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sole clinical development model. Teaching the Technology 
of Teaching, while similar to the ISW. is not as well devel- 
oped. and it appears to have been implemented on only 
one campus. Coverage in the literature is extremely limited 
as well. 

An approach that focuses on efficient practice by empha- 
sizing, the characteristics of good teachers and effective 
approaches used to strengthen teaching and learning, this 
model was conceived by Shackelford and I lenak (198") at 
Ball State I 'niversity. The model consists primarily of three 
seminars that address effectiv e faculty characteristics, syl- 
labus and lesson preparation, measuring and adapting to the 
diversity of learners, assessment, communication skills and 
techniques, interventions for improving instruction, develop- 
ing retention in students, instructional media development 
and use. and planning professional development. The three 
seminars emphasize planning, instruction, and professional 
development. While the active involvement of participants 
and opportunities for the participants to videotape their own 
minilessons have been incorporated into the model, the fo- 
cused effort common to the ISW is lacking in this example. 
Approximately hit) faculty members participated in the mod- 
el's activities at Ball State I 'niversitv between 1988 and 1992. 
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TEACHING/LEARNING MODELS 



Because many college and university faculty were not speci- 
fically prepared for college teaching before they began their 
careers, they may also lack an understanding of learning 
theory. Thus armed, the most thoughtful instructors could 
reflect on their own learning habits and apply their discov- 
eries accordingly. Yet faculty also need to know how others 
learn (Dinham 199b: Tble 1988). As the research on multiple 
intelligences and learning styles has so aptly demonstrated, 
everyone does not learn the same way (Claxron and Murrell 
1987: Claxton and Ralston 1978: Gardner 1993). Further, 
college students are much more diverse today than they 
were when most current faculty attended college (Dinham 
1996). With different experiences, interests, and motivations, 
these students can easily confound a scholar unschooled in 
learning theory. 

If faculty are to assist students in the learning process, 
they will need a basic understanding of learning theory and 
knowledge of how the theory can he applied to the class- 
room. The models in this section provide faculty with sup- 
plementary theoretical constructs they might have missed in 
the progress of their preparation to teach. Considering that 
approaches to understanding cognitive learning and tile di- 
versity of learning styles are rather recent developments, 
many faculty could benefit from exposure to one or more of 
these models that address some of the basic concepts of 
teaching and learning. Tw o of the models presented delve 
into the domain of cognitive learning, the* others are related 
to theories of learning styles. 

Cognitive Instructional Intervention 

Understanding how people learn has been the goal of edu- 
cational psychology since its inception. With the advent of 
Skinnerian behaviorism earlier in this century, some educa- 
tional psychologists may have concluded that the answer 
had been discovered. Since then, however, newer concepts 
of learning theory have appeared. What differentiates the 
more recent developments from the rigid behavioral con- 
cepts is an assumption that human beings do not necessarily 
behave in predictable patterns, as the hehaviorists would 
like to believe. Among these enlightening inquiries have 
been the studies of memory systems, cognitive learning, and 
metacognition. One example of a theoretical approach to 
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understanding the learning process is Anderson's ( I9~b. 

1983) Adaptive Control of Thought (ACT). 

Adaptive Control of Thought 

Although people do behave somewhat independently and 
perhaps may learn in different ways and for different rea- 
sons. some characteristics of learning appear to be consis- 
tent. From the perspective of the research conducted on 
human memory, learning requires the participation of two 
basic types of memory: short-term or working memory and 
long-term memory (Anderson 1983: Shavelson. Webb, and 
burstcin 198. u Weinstein and Meyer 1991). The working 
memory is the active processor, directing a person in every 
thought process or action selected, but the working memory 
has limited and only temporary storage capacity. Therefore, 
much of the behavior governed by the working memory 
relies upon information stored in long-term memory. Con- 
versely. long-term memory is the repository for information 
without the capability to independently govern action or 
thought. And long-term memory cannot interact with the 
environment, which is part of the function of working mem- 
ory. Thus, the two components of memory are necessary for 
most action and thought processes (Anderson 1983). 

Within long-term storage are two specific types of mem- 
ory with two particularly exclusive purposes: declarative 
memory, for the retention of nonbehavioral information, and 
procedural memory, containing the stored directions for any 
type of activity known to the respective individual (Ander- 
son 1982. 1983). Fundamentally, all of these components of 
human memory function together to allow thought and 
behavioral processes to continue in a seemingly ceaseless 
fashion. For a person to learn, therefore, information must 
be processed by the working memory, whether its source is 
the environment or long-term memory, and then preserved 
in long-term memory. The complete sequence is necessary 
for learning to actually occur (Anderson 1983). 

The entire arrangement is similar to the \arious compo- 
nents of a computer system. The working memory, with its 
limited storage capacity and direct connections to the envi- 
ronment allowing it to receive and send messages, resem- 
bles the central processing unit (CPI ) in a computer system 
and its links to the environment through the keyboard, 
mouse, and monitor. Like the working memory, the eomput- 





er‘s RAM (random-access memory) of the CPU has mini- 
mal — and temporary — storage capacity. Further, the CPI’ 
requires the input of applications, or programs, to cany out 
any computer functions. Without the CPU, however, the 
computer cannot conduct any of these operations. Similarly, 
computer disks, both floppies and the hard drive, resemble 
the storage capacity of long-term memory, vast but inca- 
pable of action without transferring, or dow nloading, the 
stored information into the CPU. 

This theoretical explanation of the use of memory in the 
learning process is important, but to help students learn, a 
more pragmatic application of this learning model for ihe 
classroom may be needed. After all. a basic understanding 
ol" the operation of the human memory is probably not suffi- 
cient to automatically manipulate information from the 
working memory to the long-term memory. Some effective 
techniques that can be practiced like any skill should he 
invaluable. Applicable to the ACT model are five such, tech- 
niques. three for recall know ledge and two for generaliza- 
tion knowledge (Wallen 1990). Related to the lower cog- 
nitive levels in Bloom's Taxonomy ( 1936). these two types 
of knowledge are the most basic stages of learning (see 
figure 3). Simple recall invokes rhe retrieval of information 
from the long-term memory to the working memory. Fun- 
damentally relying on a certain amount of recall, generaliza- 
tion knowledge also involves the storage and retrieval of 
data within perceived relationships. 

FIGURE 3 

BLOOM’S TAXONOMY OF 
EDUCATIONAL OBJECTIVES 

Evaluation 

Synthesis 

Analysis 

Application 

Comprehension 

Knowledge 



Recall learning 

To assist students in the development of recall, faculty can 
incorporate three different strategics: rehearsal, elaboration, 
and organization (Anderson and Bower I9“3: Weinstein and 
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Mayer 1986; Weinstein and Meyer 1991). The simple Hut 
cumbersome rehearsal technique involves mere repetition of 
the information until it is securely anchored in long-term 
memory. Because the amount of rehearsal necessary to ac- 
complish this task is relative, but not necessarily obvious, 
this approach is not overwhelmingly efficient. 

The other two recall techniques rely on the more precise 
use of uncomplicated clues that sene as direct links to the 
stored information. Elaboration requires the association of the 
information to be learned with already existing knowledge, 
lienee its common reference, “learning by association." There- 
fore. the target to be recalled is the association, rather than the 
less familiar new information. To continue with the computer 
analogy (which is. by the way, an example of elalxiration). 
the use of visual dues, or icons, in much modem software 
allows for more facile and direct recollection of procedures 
than the more abstract keystroke commands tend to warrant. 

The most- intricate technique, for acquiring recall knowl- 
edge. organization is also the best approach for retrieving 
complex information. By reconfiguring great amounts of 
data in various ways, the learner is more capable of manag- 
ing the process of storing and remembering the target infor- 
mation. Once again, the learner focuses on a specific cue. in 
this case the pattern of organization, as a memory key. Al- 
though several types of organization may be selected, a vis- 
ual or observable representation, such as mind mapping, 
is preferred (see also the strategies suggested in the next 
model. Training for Information Processing). Computer tech- 
nology again provides an example with the arrangement of 
the keys on the computer keyboard. 

Generalization learning 

Two instructional techniques can be used for assisting in the 
development of generalization knowledge: direct instruction 
and the discovery strategy (Bruner PXib; Wallen 1990). Direct 
instruction incorporates a specific sequence of procedures in- 
volving two essential steps, l-'irst. the learner acquires the 
requisite recall knowledge of a model generalization, or ex- 
ample for applying tile generalization knowledge. I le or she 
docs so by initially designing an appropriate model general- 
ization. identifying its target info; wuioti, and developing ail 
assessment for recalling the model generalization and instruc- 
tion for its recall using rehearsal, elaboration, or organization. 
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The model generalization typically includes a descriptive 
name, a rule for application, and examples and nonexamples 
of the applied rule. 

Once tlie recall knowledge of a model generalization has 
been acquired, the student is asked to apply the model gen- 
eralization to other, distinct situations. Each application task 
should he accompanied by guidance from the instructor to 
ensure that the student will reflect upon errors in thinking or 
recognize problems in explaining the decision process. The 
application tasks continue with additional examples and 
guidance until the employment of the model generalization 
is smooth and accurate. 

An example of this strategy applies to learning the pails 
of speech. For instance, the descriptive name lor one part of 
speech is "noun." Its rule for application refers to a person, 
place, thing, or idea. Kxamplcs could be “teacher." “school." 
“apple,” and “knowledge”; some nonexamples could be 
“learn." “with,” and “easy." Thus, the model generalization is 
ready for learning as recall knowledge. Once this informa- 
tion is known, other examples and nonexamples can be 
applied to this model generalization for practice. 

The procedure for implementing the discovery strategy to 
acquire generalization knowledge is less structured. An ob- 
jective generalization category is identified and characteris- 
tics of the category in the form of critical and irrelevant at- 
tributes then established. Doing so helps to define the pa- 
rameters of the generalization. Finally, examples and non- 
examples for these attributes are discovered. One way to 
implement this strategy could involve the identification and 
categorization of trees by the shape and structure of leas es. 
Once students identify the basic shapes, they can then apply 
actual examples to these generalization categories. 

Acquainting students with these strategies for recall and 
generalization knowledge should help students in the devel- 
opment of study skills. Yet helping students to learn such 
study techniques is not adequate. 

They must also knoir bolt' to use them and under irhat 
conditions. . . . The instructional decisions and teach- 
ing methods that ire select and implement profoundly 
affect students' knowledge about strategies and their 
use of them. Hv understanding bote students use these 
strategics . instructors can become more alert to nays of 
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fostering the development and use of strategies through 
course structures and (util ities ( Weinstein and Meyer 
1991. p. 21). 

Consequently. an understanding of learning processes, these 
manipulative techniques, and ways that faculty can make 
them work for students is one way to facilitate learning. 

The distinctive ACT 

Based on reactions to Anderson’s work, the ACT model 
certainly filled a void in cognitive psychology. "Anderson 
has made a serious contribution to cognitive science, one 
that is supported by considerable scholarship and calculated 
respect for the scientific method" (Lehnert 198-t, p. 8s s ). 
Anderson's work is important and highly intellectual, “a 
magnificent scientific work Ithat] . . . repays fully the effort 
of reading it" (Craig 1978. p. -w(>). With Anderson’s impor- 
tant argument for differentiating between declarative and 
procedural knowledge, his model is "the best integrative 
theory of the system level of cognition that we now have, 
and it provides a model for how such integrative investiga- 
tions of the mind can lx* done" (Black 198-t. p. SS-i). 

I lunuin memory theory and its application to learning is 
certainly not limited in the research literature or found only 
in. Anderson's work. The vast amount of content in these 
areas of educational psychology can appear to make the 
educator’s task of understanding learning theory more ardu- 
ous. With the ACT model, faculty have an opportunity to 
develop this understanding more easily. As faculty develop a 
belter understanding of learning principles, the needs of our 
increasingly diverse student population arc more likely to be 
met. And the strategies for putting the model to work in the 
classroom can provide faculty w ith more tools to help stu- 
dents learn (Anderson and Bower I9~3; Wallen 1990; 
Weinstein and Mayer 198b). 

Training for Information Processing 

Techniques lor organizing information can greatly facilitate 
the learning and recall’ of relevant data. The way information 
is delivered or refolded as it is received can be extremely 
influential in facilitating the speed of learning as well as the 
duration of retention (Hullois 198b). Drawn from the funda- 
mental principles of cognitive learning theory is a model for 
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the representation of information for both the sender or 
instructor and the receiver or student (Dubois n.d.\ Dubois. 
Alverson, and Staley 1979). 

Lectures, and the resulting notes students take, often fol- 
low a standard outline formal, an organization of the infor- 
mation that can he inherently complex and disordered. 
DuBois referred to this type of organization as a cluster 
format." In this organizational pattern, indications of struc- 
ture and relationships are often ill-defined or entirely lack- 
ing. Applying the organization strategy described earlier. 
DuBois's model for presenting and recording information 
promotes the use of two other organizational formats: hier- 
archies and sequences. Hence, the model focuses on the 
structure used to organize the information given or received. 

Hierarchies 

Knowledge includes structure, function, operation, and 
examples, all. of which make the use of the cluster type of 
organization frequently cumbersome (Dubois nxlX If this 
rather complex array of information is organized according 
to recognizable categories in a horizontal construct, much 
like a family tree, the information is easier to manage and to 
learn. Such a technique resembles that of mind mapping, in 
which the learner plots related concepts in branching pat- 
terns that extend out from a central idea (Buzan 19H9). 

Other similar designs are diagrammed sentences and vertical 
organizational charts. Such hierarchical arrangements help to 
emphasize visually the relationships and functions of the 
various components incorporated in the information to be 
learned (see figure t for an example of a hierarchy). 

Sequences 

The other type of design for structuring information in 
Dubois’s model is the sequence. Instead of emphasizing 
relationships or functions, the sequence format highlights 
the chronology of events or procedures, much like a pro- 
gram evaluation and review technique ( PICK'D chart (see 
figure 5). A common management tool, the BMR T diagram 
offers a graphic display of the sequence of activities for a 
given project. Both hierarchies and sequences allow for 
drawing connections Ixrtwccn concepts vertically or hori- 
zontally. a flexible aspect of this organizational scheme that 
the traditional outline cannot match. 
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FIGURE 4 

HIERARCHY OF MODELS FOR IMPROVING COLLEGE TEACHING 
Assessment/ Discussion/ Dissemination Clinical/ Teaching/ Instructional 
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Application of the model 

The basic procedure for organizing information in this model, 
whether a hierarchy or a sequence, requires that major topics 
be identified first, which will assist in determining a prelimi- 
nary design to use. Generally, these topics are what Hu Hois 
called 'repeatable categories." a group of five to seven con- 
cepts basic to the lesson's main subject. Once these topics 
are determined, patterns — the key to organizing the informa- 
tion — should begin to emerge. Hence, one should try to rec- 
ognize the appropriate patterns in advance of actually placing 
the pertinent information into an organizational design. 

Although tlie whole process may seem a bit cumbersome 
at first, the resulting notes for a lecture or for studying are 
much more lucid. Moreover, the all-important connections 
that are often missed in learning information actually be- 
come part of the content with this model. Once the skill is 
acquired of selecting appropriate designs and committing 
the concepts to the chosen designs, the procedure can be- 
come somewhat instinctive. According to Dubois, learners 
skilled in this technique do not even require a knowledge of 
the subject to organize the content as it is presented, and 
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FIGURE 5 

EXAMPLE OF A SIMPLE PERT DIAGRAM 




students' use of this model can actually enable them to pre- 
diet test .questions. 

Most important, however, this model can help learners 
develop a better understanding of the content for greater 
application of the knowledge gained. Faculty as well as 
students can apply the model, as it is relevant to organizing 
; information for both presentations and notes. And faculty 
members' use of the model can actually help students de- 
velop these organizing skills. Thus, teaching and learning 
l can both improve. 

The utility of information processing 

Studies of mind mapping and other more visually organized 
forms for learning information recently have been published 
more frequently, but coverage of this particular model is still 
lacking in the literature. Although Dubois's work appears to 
be somewhat limited as well ( 198b), his model may warrant 
further examination and consideration, especially given the 
appearance of similar models, such as mind mapping (buzan 
1989) and electronic organizers (Anderson-Innian I989>. 

Multiple Intelligences and Teaching 

Tlie advent of theoretical explanations about the various 
ways that people learn has provided critical insight for 
understanding the learning process. Nevertheless, this 
insight can be both helpful and troublesome for educators 
and students. Current educational programs generally are 



Mat /els for hufimriug Co/hgt* Ttftching 



75 



65 




not designed to address the variations in learning students 
bring to the classroom, and faculty and students alike must 
continue to operate as though everyone learned identically, 
knowing the opposite is more likely the case. 

The proposition that specific influences, such as music, 
language, and kinesics. are significant regulators of learning 
has altered our thinking about how the business of learning 
should he conducted (Gardner 1983). According to Gardner, 
people have learning abilities, or intelligences, that can facil- 
itate learning in one context and inhibit the process in oth- 
ers. He originally identified six intelligences ( 1983) — linguis- 
tic, logical-mathematical, spatial, musical, bodily-kinesthetic, 
and personal — and later split personal into interpersonal 
and intrapersonal ( 1993). 

Although everyone might actually have access to all seven 
intelligences, the possibility exists that a person can demon- 
strate an exceptional skill in applying one or possibly two 
particular intelligences. Poets are “exemplars of linguistic 
intelligence"; scientists and mathematicians would lx* consid- 
ered strong in logical-mathematical intelligence. Spatial intel- 
ligence can he manifested in sailors, surgeons, and artists, 
while a child prodigy like Mozart clearly represents superior 
musical intelligence. Athletes and dancers similarly excel 
presumably because of their bodily-kinesthetic intelligence. 
The remaining two personal intelligences can be indicative 
of a teacher who relates well to other people, or an actor 
whose self-awareness can bring about unusual capabilities 
for performance (Gardner 1993). 

Teaching with the Seven intelligences 

The application of these seven types of intellectual prowess 
to classroom instruction is a natural progression, by imple- 
menting techniques to enrich all the intelligences in students 
while involving each intelligence in instruction, faculty can 
help students improve learning skills. To facilitate the em- 
ployment of Gardner's theory in the classroom. La /.ear (1991) 
devised a model for faculty to incorporate the multiple intel- 
ligences in three different ways: teaching content that applies 
to each of the intelligences, using the intelligences as a guide 
for teaching styles or methods, and involving the theory of 
intelligences as actual instructional content. 

Although Lazears model seems to have been designed 
for elementary and secondary teachers, his work may pro- 






vide an additional approach for understanding Gardner's 
theories. Further, Lazcar’s practical techniques can help fac- 
ulty more readily apply die intelligences theories to the col- 
lege classroom. Both Gardner and Lazear advocated the 
development .of all seven intelligences, in preference to the 
enhancement of a particularly strong one. Learning in col- 
lege can he delayed somewhat, however, by attempting to 
improve learning skills in all of the intelligences. Hence, 
college instruction perhaps can he enhanced most with the 
intelligences theories by applying Lazears second option, 
that of designing teaching methods with the dominant intel- 
ligences of students in mind. 

For example, mathematics has been taught frequently by 
instructors with a strong logical-mathematical intelligence in a 
manner most directly suited to students who also appear 
dominant in the logical-mathematical category. Nevertheless, 
if the majority of students in class are weak in this particular 
intelligence, their opportunities for success in mathematics are 
characteristically reduced, along with their ultimate interest in 
the subject. Fxcept for students who will need to develop 
their logical-mathematical capabilities, such as mathematics 
and science majors, the use of teaching methods that apply 
directly to students' dominant intelligences seems to make 
more sense, especially because it could increase students' 
achievement in an important subject area. Thus, faculty in 
such a situation may be advised to consider instruction that 
involves more visual images, descriptive statements for the 
concepts, and activities like weight lifting. 

intelligent learning 

The impact of Gardner's research is demonstrated in a num- 
ber of reviews published since the intelligences theories 
were presented. Gardner s model is “a very useful and stim- 
ulating contribution to the intelligence controversy [that I 1 
recommend . . . enthusiastically (Bouchard 19S-t. p. SOS). 
"This book begins to set aright the heavily parochial psycho- 
logical view of intelligence as uniquely or exclusively logical 
and verbal. . . . Kiardncr'sl reasoning is astute and subtle" 
(Bornstcin 19S0. p. 121 ). 

Vet Gardner has been accused of avoiding more defined 
aspects of his theories (Sutherland 19SO. Nevertheless, in- 
corporating abilities previously ignored by intelligence tests 
is an important contribution of Gardner's work (Carroll 19St; 





Gardner’s 
model is “a 



very useful and 
stimulating 
contribution to 
the intelligence 
controversy >. 
“This book 
begins to set 
aright the 
heavily paro- 
chial psycho- 
logical view of 
intelligence as 
uniquely or 
exclusively 
logical and 
verbal 



Models J'nr lmfmuni}i College Teaching 







Eisenmann 1984). Suggesting lhai Gardner wrote his hook 
for a general audience. Carroll indicated that his work sub- 
stantiates a theory of multiple intelligences that had been 
hypothesized for some time. And he developed his theories 
"with consummate humanistic scholarship and artistry but 
also with considerable attention to scientific underpinnings 
and to implications for the attainment of societal goals'* 
(Carroll 1981. p. 865). Notwithstanding the apparent recogni- 
tion of Gardner's work, the overall impact of his intelli- 
gences theory has not yet been felt universally in education. 

While Gardner did not equate multiple intelligences with 
theories of learning styles, both approaches to understanding 
learning emphasize the influence of characteristics that cause 
people to learn in different ways and at different rates. Gard- 
ner's position was that learners can use one or more of the 
Seven Intelligences in each learning situation, while learning 
styles suggest a general attitude or perspective toward learn- 
ing. l-’or example, someone referred to as "an abstract learn- 
er" would tend to apply abstract thinking in all learning 
situations, according to theories of learning styles. Yet even 
with learning styles, individual variations and periodic alter- 
ations in style are common (McKeachie 1995). No matter 
which theoretical position is preferred, though, the critical 
issue for faculty is that both concepts focus on “the fact that 
learners differ and that we need to take account of these 
differences in teaching" (McKeachie I99Y p. 1). 

Experiential Learning and 4 MAT 

Consequentialh distinct from Gardner’s intelligences theories 
arc the various representations of learning styles. Although 
relatively recent, research in learning styles already has 
established its own niche in educational research (Claston 
and Murrell 198“: Cla.xUm and Ralston I9“8>. Some of the 
research on learning styles led to the development of the 
Experiential Learning model (Kolb 198 t) and the i.MAT 
instructional model that incorporates Kolb's concepts, both 
are intended to inlluence classroom activities to allow lor 
the variations in students' capabilities and experiences, 

The Experiential Learning Cycle 

based on extensive ivsearih in learning styles, brain hemi- 
sphere dominance, and student experience. Kolb t 19«X|) 
designed a model that consists ol a framework lor under- 
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standing the influence of experience and personality on the 
process of learning. This orientation is elemental in his model, 
as Kolb theorized that learning cannot he reduced merely to 
a set of outcomes. Instead, he suggested that learning must 
be regarded as a perpetual activity based on situations in life. 
Kolb further proposed that learning naturally moves through 
four phases: exjxriience. reflection, abstraction, and experi- 
mentation ( 1984). Consequently, students are expected to 
progress through each stage of the cycle in a continuous 
pattern. 

Essentially, Kolb's Learning Cycle describes four basic 
types of learners: divergent, assimilating, convergent, and 
accommodating. Divergent learners, who recognize precise 
meaning but do not lack imagination, are able to consider 
the alternative aspects of concrete circumstances. Linking 
abilities with inductive reasoning and development of logical 
theory, assimilating learners manipulate abstract information 
and ideas. Convergent learners are conversely more deduc- 
tive. linking theory to practice, finally, accommodating 
learners are pragmatic experimenters. They can adapt to 
change in the environment by replacing theory with intu- 
ition. 

Identifying what specific approach appears to be domi- 
nant with any given learner is possible using Kolb's Learning 
Styles Inventory and the accompanying Learning-Style Pro- 
file. Although this model may appear to suggest that learners 
can be classified neatly into one of these four types, some 
students do not demonstrate a clearly dominant style. Com- 
binations of all four classifications are possible, with domi- 
nance appearing in one or more of the types. 

beyond an understanding of the possible variations in 
students* learning, the research on learning styles, like Kolb's 
theories, can prov ide faculty with insight for adjusting their 
teaching to enhance the learning of their diverse student 
population. This brief description of Kolb's model is included 
to provide the basis for some applications of the Learning 
Cycle in the college classroom (see Claxton and Murrell I9KT 
and Claxton and Ralston 1VTK for a more complete account 
of Kolb's work ). 

The Learning Cycle goes to c/ass 

To apply Kolb's model directly to the design and assessment 
of classroom activities. Svinicki and Dixon ( 1WO introduced 
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an extension to the four-phase cycle. Classroom techniques 
were suggested for each phase to provide students with ap- 
propriate situations to enrich their respective approach to 
learning. Methods involving laboratories, films, and readings 
are among those that address the experience phase. For re- 
flection, activ ities like logs and journals, discussion sessions, 
and the use of questioning strategies seem appropriate. 
Lectures, papers, and projects are examples of techniques 
that apply to abstraction. And lessons incorporating simula- 
tions. case Mudics. and field work offer opportunities for 
experimentation as the cycle reveils to experience. 

These recommended instructional techniques are just a 
few of the ones Svinicki and Dixon offered to implement 
KollVs theories in the classroom, because the four phases of 
the [.earning Cycle are interconnected, some particular meth- 
ods also can be applied to two or more phases. The specific 
goal of instruction and the idiosyncrasies of different disci- 
plines are expected to guide the selection of activities accord- 
ingly (Duffy and Jones 1995: ITickson and Strommer 1991: 
Schoenfcld and Magnan 199-b. 

4MAT 

Another application of Kolb's model is intended to bring the 
utility of the Hxperienlial Learning Cycle to the classroom, 
much like Svinicki and Dixon did. The tMAT System incor- 
porates Kolb's model, including the research in learning 
styles and right-left mode, as well as Kolb's Learning Styles 
Inventory. An additional instrument, the Learning-Type Mea- 
sure. has also been developed more recently by McCarthy 
and St. Ccrniain < I99.M. The intent of the t.MAT model is to 
enhance an instructor's aw areness of the relative nature of 
learning. Moreover, the model provides faculty with a llcxi- 
ble instructional method to address the variances in students* 
learning styles (McCarthy 19S6). Primarily directed at ele- 
mentary and secondary educators. t.MAT training, as pro- 
vided by F\ccl (see Appendix M for the address), has also 
addressed the div ersity of students and learning applications 
in everyday life tor college faculty and corporate trainers. 

The Learning Styles Inventory and the Learning-Style 
Profile can be used to assess the individuality of students* 
learning styles (Kolb 19N|). ( flic addition by KxlcI of the 
self-report Learning-Type Measure can enable learners to 
determine more of the subtle dillerences in individual 
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behavior preferences.) Following completion of the inven- 
tory, ‘students can be categorized based on their relatively 
dominant learning styles, recognizing, of course, that a strict 
adherence to categories is unwise considering the range of 
variability within each quadrant of the model, because 
4MAT is designed primarily for specific faculty interventions, 
four techniques are incorporated in the model to facilitate 
the instruction for each of the four basic types of learner. 

Faculty interventions. Giv en that divergent learners 
require concrete information, faculty should realize that 
these learners expect to obtain reasons for everything. 
Assimilating learners, who match facts with their own obser- 
vations, expect to receive factual information. Practical con- 
vergent learners need to link theory to practice and will 
naturally want an opportunity to test or experiment. Faculty 
need to allow accommodating learners, who relate experi- 
ence to application, time to teach themselves as well as 
others fMcCarthy J9H6). 

The role of faculty should consequently change through- 
out the phases of the Learning Cycle. The divergent learner 
depends on the instructor to be a motivator. Conversely, in- 
structors of assimilating learners would be expected to be 
disseminators of information. Convergent learners need fac- 
ulty to serve as facilitators or coaches. For the self-motivated 
accommodating learners immersed in discovery, faculty need 
to serve as resource specialists. Hence, faculty lend to be 
more directly involved in instruction lor the first two types of 
learners, while the last two groups of students tend to take 
more control of their learning. Faculty who use this model 
should remember, however, that students should proceed 
through the entire cycle and not concentrate within any one 
quadrant. Similarly, both brain hemispheres need to be en- 
gaged, thus enhancing the weaker capabilities (Scott 

4MAT for success. Perhaps to Kolb's credit, the *tMAT model 
has achieved extensive recognition and presumably similar 
use. McCarthy and the Fixed corporation she established have 
been instrumental in disseminating the model. The **MAT 
System has been implemented by state staff developers in 
North Carolina. Texas. Florida, and Louisiana: both urban and 
suburban school districts: Mary Baldwin College in Virginia: 
the University of North Carolina at Chapel Hill, the I'niverxity 
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of Nebraska ai Omaha; and ihe Ministry of Kducation in 
Singapore. Kxcel also has conducted training for "thousands 
from educational, government, and private organizations in 
the effective application of this innovative learning model."* 

Numerous reports of successful experiences with the 
model have been published. Faculty who learned -i.MAT 
have been more inclined to interact with one another as 
they became more aware of different learning styles, espe- 
cially their own, and even have used the model for design- 
ing lessons (Blair and Judah I WO). Students have benefited 
from using the model as well. Generally, the development of 
conceptual knowledge and application has improved when 
students have used the model in their work (Allyn 19X9; 

Kelly I WO: Wilkerson and While 19KK). Students' attitudes 
toward learning have also improved markedly when the 
model is implemented (Kelly 1000; Weber and Weber 1000; 
-Wilkerson and White .1 OSS). 

One reviewer found "no direct criticism of the iMAT 
model in the literature" (Scott 199*. p. 10). noting as well 
the comprehensive applicability ol the model at all institu- 
tional levels and a "w idespread use Ithatl supports the con- 
clusion that iMAT deserves high marks I fori the criterion of 
fmitfufncss'ip. 12). After applying the model, one faculty 
member commented that “student interest and motivation 
were high and . . . they learned the concepts quicker and re- 
tained them longer" ( Blair and Judah 1000. p. >S). Obtaining 
knowledge of learning styles has given faculty numerous 
advantages (Blair and Judah 1090; Kelley 1990; Kelly 1990). 
"Overall, t.MAT has been an incredibly useful tool. It lias 
helped me understand anil rommunuale with others in 
every aspect of my lile" (Kelly 1990. p. tO). 

Integrating leaching and Learning Styles 

Based on his own research with learning styles. Grasha 
i I9X/G also devised a model that links the insight gained 
from examining learning styles to applications for teaching. 
“A considerable amount of empirical data has been gathered 
on the major approaches to learning style. What such Muni- 
ch suites/ about teaching and learning processes mti>bt in he 
a (Htit of(tur a>ucc/>tuaf base" (Grasha 1990, p. 120). He also 
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advocated the use of learning style models that can inform 
decisions about teaching styles. 

Based on research at the University of Cincinnati is a con- 
struct for detecting students* preferred style of communica- 
tion with fellow students and faculty (Reichmann and Grasha 
1974). Six styles have been identified, describing students as 
avoidant, collaborative, competitive, dependent, indepen- 
dent, and participant (Reichmann anti Grasha). This learning 
style model is presented here as the basis of a model that 
integrates these learning styles with corresponding teaching 
styles (Grasha 1996 ). 

Teaching styles 

As he had done earlier with Reichmann, Grasha designed a 
process for describing and determining teaching styles. His 
definition for teaching styles specified "a pattern of needs, 
beliefs, and behaviors that faculty displayed in their class- 
room*' (Grasha 1996. p. IS2), and he perceived these styles 
to involve an interrelated set of teaching behaviors, includ- 
ing administration of curriculum, subject orientation, content 
presentation, classroom management, and student contact 
and guidance. In an attempt to capture the essence of fac- 
ulty demeanor in the classroom, Grasha determined that five 
distinct styles were prevalent in college teaching: delegator, 
expen. facilitator, formal authority, and personal model. He 
further suggested that these teaching styles "interact in pre- 
dictable ways with the learning styles of students'* <p. 1 53 >- 

Recognizing that classifying individuals with descriptors 
of this type was not sensible, Grasha indicated that college 
faculty display all of these styles to some extent. Primarily, 
faculty tend to teach in ways that can he described with 
combinations of the five teaching styles. Thus. Grasha ( 1 9% 5 
defined four combinations, or clusters, that depict faculty 
behavior in the classroom: expert/ formal authority, personal 
model/ expert/formal authority, facilitator, personal model ' 
expert, and delegator 1‘aci I it a tor/ 1 ex pert. The arrangement of 
each cluster suggests the degree of inlluence of the particu- 
lar styles, cor example, a faculty member who teaches as a 
facilitator/ personal model/ expert will help students find 
necessary information before conducting a demonstration or 
presenting the information. 

Similarly, particular teaching methods arc related to certain 
style clusters. Hence, the delegator/ lacilitator/expert would 
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tend to incorporate contracts, seminars, and independent 
study, while the experl/formal authority relies on lectures, 
exams, and controlled discussions. Similarly, the personal 
model/expert donna l authority might use personal experi- 
ences and demonstrations, and the facilitator/personal 
model/expert may prefer case studies, flexible discussions, 
and simulations (Grasha 1996). 

The connections between the teaching style clusters and 
similar combinations of learning styles are also included in 
the model. Thus, the expert/formal authority instructor tends 
to be most compatible with the dependent/participant/com- 
pelitive learner, likewise, personal model/experidbrmal au- 
thority instructors can be matched with participant/ depen- 
dent/ collaborative students, facililator/personal model/ 
expert faculty with collaborative /participant/ independent 
learners, and clclegator/facililator/cxperts with independent/ 
collaborative /participants (Grasha 1996). 

St yles as facilitators of learning 

Grasha's model for integrating teaching and learning styles 
was designed to provide faculty with a tool for using both 
types of style to improve teaching and learning. While striv- 
ing for compatible style combinations is this model's goal, 
a deliberate attempt to work with a mismatch in styles can 
also offer a valuable developmental opportunity (Grasha 
1990). much like Gardner advocated the enhancement of 
one's weaker intelligences. Generally, however, faculty are 
expected to use this model to help them become more sensi- 
tive to students’ learning styles and to adapt their instruction 
accordingly. Such changes should be implemented gradually, 
without expecting a quick or easy effort (Grasha 1996). 

The recent development of this integrated model under- 
standably precludes much commentary on its potential 
much less on any evaluations of its use. Hven so. some pro- 
fessionals have reacted to it favorably, noting tile combina- 
tion of teaching styles and methods to improve learning. “In 
this time of increasing emphasis on learning outcomes, [this! 
work provides faculty with a guide for both, enhancing stu- 
dent learning and making their teaching more fulfilling'' 
(Grasha 1996. hack cover). The model offers faculty an 
opportunity to learn more about their students and them- 
selves as they use Grasha's model to make their teaching 
more innovative. 
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A Related Technique: Effective Classroom Questioning 

A group of classroom techniques often associated with 
learning theory, questioning strategies lack the singular form 
that helps to define the models in this report. Widely refer- 
enced in many formats, no single approach to questioning 
students appears predominant. Even so, this technique 
remains an important skill for all faculty. 

As teaching and learning have begun a transition away 
from lower-level cognitive skills, such as simple recall, the 
development of thinking skills has taken on renewed impor- 
tance. Even the private sector is emphasizing the need for 
more attention in schools on thinking and problem solving. 
Among the most effective methods for fostering students' 
thinking is an ancient art, that of questioning. W hile no sin- 
gle instructional model providing suggestions for competent 
questioning appears to be distinctly invaluable, some espe- 
cially helpful strategies have been offered. 

Three organizational techniques are helpful in designing 
questions for the classroom: Bloom's taxonomy. Aschncr- 
Gallagher's system, and Dantonio s questioning processes 
(Hansen 199-0. Bloom's taxonomy ( 19%) was designed to 
provide a system for classifying educational objectives into 
six separate categories: knowledge, comprehension, applica- 
tion. analysis, synthesis, and evaluation. Knowledge refers to 
the simple process of recalling information, comprehension 
involves understanding die information learned, and appli- 
cation involves the possible uses of this information, often in 
new situations. A student uses analysis to determine the rea- 
soning or individual aspects of an argument or problem and 
synthesis to design or develop a new' approach to solving a 
particular problem. Judgment is the result of evaluation. 

Sanders ( I9(>h), who based his questioning model on 
Blooms taxonomy, suggests that instructional questions 
should be constructed to transcend simple probes of mem- 
ory. His model for designing questions uses sev en categories: 
memory, translation, interpretation, application, analysis, 
synthesis, and evaluation. Sanders replaced Bloom's cate- 
gory of knowledge with memory, which lie said is more ie- 
lated to an intellectual activity, similar to the other designa- 
tions. lie also split Bloom's category of comprehension into 
two categories, translation and interpretation. Translation is 
the one aspect of comprehension that involves the conver- 
sion of a concept into different language, and interpretation 
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requires a student to search for relationships union# con- 
cepts. (See Appendix C for examples of questions using 
Bloom s taxonomy and Sanders's adaptation of it.) 

Using a hierarchy similar to Bloom's taxonomy. Aschner 
and Gallagher (1965) developed a four-level classification 
system incorporating questions for memory, convergent 
thinking, divergent thinking, and evaluation. The two cate- 
gories of memory' and evaluation are comparable to Bloom s 
classification. Convergent questions rely on background 
information as a basis for making objective decisions. Con- 
versely, divergent questions can have several correct op- 
tions. depending on the individual perspectiv e considered, 
that may result in new information. (See Appendix C for 
examples of questions using Aschner-Gallaghers system.) 

Dantonio s ( 1990) questioning processes provided the 
basis for organizing questions into four groups of activities: 
gathering, sorting, organizing, aiid interpreting. Within each" 
group are more specific behaviors that further define the 
purpose of the question. Gathering questions can involve 
the student in recalling information or making observations. 
Sorting questions include grouping, comparing, and con- 
trasting separate entities. Students use organizing questions 
to label, classify, or sequence information and interpreting 
questions to generate inferences and predictions. (See 
Appendix C for examples of questions using Dantonio’s 
questioning processes. ) 

Wasserman ( 1992) also developed techniques for using 
questions in the classroom. Also incorporating the work of 
Bloom, W asserman focused on the problem of weak ques- 
tioning strategies, such as the closed question that requires 
only a brief answer. To help identify such inadequate ques- 
tions. Wasserman included assessment forms to help faculty 
analyze their own questioning skills (see also Bonwel! and 
Hist >n 1991 >. 

Yet another valuable resource, specifically created for 
faculty, is Classmont CnmninnicalioH ( Neff and Weimer 
I9S9). Numerous other guides are available for faculty mem- 
bers' development of questioning skills. A logical first step 
for those who would improve their classroom questioning is 
a sell -assessment (see Wasserman 1992). followed by a cur- 
son rev iew of the available literature. 
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r INSTRUCTIONAL PLANNING MODELS 

Sh\ 

r' An exceedingly consequential part of the role of college fac- 
ulty involves the necessary preparation for class, or instruc- 
tional planning. 'Hi is planning skill is often neglected, 
howev er, even in some of the rather limited preparatory 
coursework. Hence, faculty resort to borrowing planning 
schemes and ideas from colleagues. Although relatively few 
models for the development of faculty planning skills appear 
to be available, the models included in this section can be 
helpful to faculty who perceive a deficiency in their plan- 
ning skills that cultivates disorganized or insufficient lessons. 

Instructional Event Design 

The work of Gagne is perhaps best known to educators in 
the fields of educational psychology and instructional design. 
His examination of the learning process led to the identifica- 
tion of a series of events that could influence students' learn- 
- • ing. Calling such events “external. " Gagne contrasted them 
with learning, which he called "an internal process." l ie be- 
lieved that these external events are essential to the learning 
process and generally are planned by faculty. Consequently. 
Gagne devised a lesson planning model based on nine in- 
structional events ( 196S, I9“0). 

Typically taking the form of communication, the external 
instructional events are designed specifically for each learn- 
f ing objective. Usually intended as steps to prepare learners 
for instruction, the first three events include securing atten- 
tion. communicating objectives, and facilitating the recall of 
necessary know iedge ( Gagne !9(>S, 1970). To gain students' 
attention, faculty may ask an interesting question, move to 
the from of the room, or initiate some other change in stim- 
ulus. The purpose of the learning experience is then com- 
monly communicated, even though students sometimes may 
easily discern what they will be doing. Expressing this ob- 
jective* helps to keep both students and instructor on the 
subject of the day as well as to demonstrate the instructor's 
trustworthiness, it will also help students to better under- 
j stand what is expected of them, because much of the learn- 
ing that takes place depends on prior knowledge and having 
recalled the know ledge at the start of the process speeds up 
learning, the next step is to help students with this recall. 
Asking students questions at this stage* will facilitate the 
recall, even il the questions are intended to be rhetorical. 
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After these preliminary stages are completed the instruc- 
tor proceeds with the next two instructional events. The 
fourth event, information to he learned or another type of 
stimulus, must be connected to the expected behavior com- 
municated earlier in the objective. The stimulus may include 
examples or other techniques to facilitate learning. One 
technique intended to assist learning is actually the fifth 
step, guiding students through a specific learning activ ity. 
Sometimes referred to as ‘guided practice." this event 
requires a certain amount of constraint on the pan of the 
instructor, even though students may not always be success- 
ful in their efforts. 

Once students believe that they have mastered a skill or 
some amount of information, the final four events occur. 
Students should he giv en an opportunity to demonstrate 
their learning with some kind of performance, after which 
the instructor should offer feedback that will help learners to 
improve with the next performance. Although students may 
often dwell on their total performance score, the essential 
purpose of feedback at this stage is consistent improvement. 
As performance improves, an assessment of learning out- 
comes eventually is necessary to provide a summative judg- 
ment of both learning and teaching. Finally, the knowledge 
gained in this process must he adequately stored for future 
recall and application. Instructors can help students attain 
both goals by providing ample opportunities to apply their 
new knowledge to novel situations (Gagne 1965, 1970). 

Although this process may appear simplistic, faculty who 
have not been exposed to each step could discover an in- 
structional event that has been missing in their leaching. The 
simplicity of the model might also suggest more of an appli- 
cation to elementary or secondary school teaching. Real- 
istically. Gagnes model is applicable at all levels of education, 
primarily because of the flexibility inherent in each ev ent. 

This sequence of instructional events may seem to be a 
complete cycle with a fixed design, but the sequence of 
events can be rearranged as needed and one or more of the 
events deleted, depending on the subject matter and the* fac- 
ulty member (Gagne. Briggs, and Wager 1992). And some 
students may not require one or more events. As faculty 
proceed in their planning, they must be prepared to deter- 
mine whether students will need the assistance of each 
learning event. 






Gagne developed and refined his model over a period of 
10 or more years through his texts in educational psychol- 
ogy and instructional design. Several reviewers have noted 
the value of Gagne's conceptual model for instructional 
design (Leonard 1975; Yoshida 1979), with the concept of 
necessary prerequisite learning skills a significant contribu- 
tion (Goklner 1973). Gagne provided “a clearly written 
review of principles with a never-lost -sight-of application to 
learning in the real world'* (Nolan 1975, p. 1*45). His work 
provides *a complete guide to developing a competency- 
based education program" (Gray 1979. p. 358) and "the best 
practical explanation of information processing as applicable 
to instruction” (Nolan 1975, p. 146). 

Gagne s model is strikingly similar to another planning 
model that was. in fact, designed for public school teachers. 
Hunter 0994) formulated a decision-making model for les- 
son design that also allows for flexible implementation by 
teachers. Essentially, the model consists of seven elements 
that are comparable to many of the events in Gagne's model: 
anticipatory set, the lesson's objective, instructional content, 
modeling of expected outcomes, assessment of students' 
understanding, practice guided by the instructor, and inde- 
pendent practice. Although Hunter's model was intended for 
public school teachers, the planning components, like those 
in Gagne’s model, can be useful to college faculty as well. 

Educational Program Development 

With a model for designing entire curricula as well as indi- 
vidual courses. Diamond (1989) challenged faculty to reach 
beyond what already exists and to consider ideal possibili- 
ties. This simple, but flexible, model essentially includes two 
phases; "(1) project selection and design and (2) production, 
implementation, and evaluation" (p. 6). The first phase is 
intended for use with the entire curriculum, the second for 
specific classes. Both phases rely on gathering data and t lie- 
use* of diagrams that can visually depict the sequence and 
relationships of each step in the process. This aspect of the 
model is similar to the sequencing in DuBois’s model and 
the sample PHUT diagram in figure 5. 

The first phase of the model proceeds from identification 
of a projec t to consideration of ideal resources to transac- 
tion, using elements specific* to the- project. Haeh stage in 
phase* one involves the necessary process of collecting data 
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to inform the sequential decisions. Realistic academic priori- 
ties and the potential for success provide the basis for identi- 
fying the desired project. After the selection of a planning 
team, the ideal possibilities of the project are established 
after considering student and social characteristics, institu- 
tional or unit priorities, and the knowledge and research ap- 
plicable to the selected subject field. 'Hie transaction stage 
moves the project from the ideal to the realistic with the 
necessary data, about course goals, time factors, resources 
(personnel, supplies, funding, facilities), anticipated stu- 
dents. and instructional research. 

The model s second phase include.; selection of course 
objectives, evaluation design, selection of teaching methods, 
determination of needed supplies, pilot testing of compo- 
nents (if needed), implementation, assessment, and any nec- 
essary modifications. Course objectives should be measur- 
able behavioral objectives that col lect i vc 1 y-speei fyt 1 1 e-anti ci — 
pated outcomes. To be adequate for instruction, behavioral 
objectives should dcscriltc an observable behavior, a mea- 
surable degree of expected performance, and the circum- 
stances within which the behavior should be accomplished, 
for example, an objective for fnglish grammar might he* 
"Upon completion of this lesson, the student should he able 
to correctly identify the 10 nouns in a list of Js words within 
two minutes.’* 

Evaluations are then designed on the basis of these objec- 
tives to measure the actual outcomes. Decisions about teach- 
ing methods and supplies are made* for each unit once the 
course is subdivided into units. Any new supplies, equip- 
ment. or other materials acquired should be tested on a 
small group ol students to determine potential Haws. The 
entire course is then ready for experimental trial, during 
which assessment data are gathered and any necessary 
changes made in design of the course (Diamond IW). 

Course and curriculum planning is clearly a necessary 
stage in the instructional process. While the use of models, 
like the two developed by Diamond and (lagne, can facili- 
tate planning, both authors realized the necessity to apply 
the planning model llexibly. Hence, faculty members should 
be willing to mold the model to their ow n specific needs. 

Educators wore noticeably impressed when Diamond's 
model appeared in the literature, calling it "a viable . . . 
model It hat | serves as an efficient means for designing. 




implementing, and evaluating courses and curricula" (Mun- 
day 1990. p. 89) and ‘a valuable resource" (Kemp 1989. p. 
55). The comprehensive nature of Diamond's work seems to 
be a major element (Ashton 1990: Kemp 1989). The system- 
atic design of his model (Ashton 1990: M undav 1990) “maxi- 
mizes the input of time, effort, and money" (Ashton 1990. p. 
583). 

Many of Bok's ( 1986) recommendations for improving 
college and university learning could also apply to Diamond's 
model (Kemp 1989). With extensive potential applications, 
including both entire curricula and individual courses, the 
model is a ’ thorough and functional procedure for improving 
courses and curricula" (Munday 1990. p. 91). With his "exten- 
sive experience in the field." Diamond “does the rest of us a 
valuable service by sharing it" (Ashton 1990. p. 58 a). 

Another Model 

Because course and lesson planning is a complex, time- 
consuming endeavor and the advent of computer technol- 
ogy has provided multiple opportunities for reducing the 
complexity of and time required for many tasks, the devel- 
opment of a computerized system for instructional planning 
should come as no great surprise. What does seem surpris- 
ing is the apparently small contribution of technology to this 
aspect of college instruction and the similarly limited amount 
of coverage given it. Devised by Vogler ( 1991 > and based 
upon his theory of Curriculum Pedagogy Assessment, the 
Peaks model is a series of three expert software systems (for 
developing courses, lessons, and exams) that serve as the 
delivery components of a comprehensive instructional de- 
sign system, from planning through evaluation. No doubt 
the recent development of the model ha> contributed to its 
inadequate coverage in the literature, and no rev iews of the 
model appear to have been written. Moreover, instructional 
design as a specialty in educational technology is also a 
rather modern development and one that might exclude 
typical faculty from participating in tin* use of instructional 
design programs. 
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CONCLUSION 



Faculty have both the capability and the responsibility to 
consistently strive for the improvement of instruction and 
learning. The models highlighted in this report provide 
numerous opportunities for instituting nr sustaining this 
initiative for continuing development. While tested and vali- 
dated frequently at numerous sites, each model should be 
expected to have varying results with different instructors, 
classes, and institutions. Therefore, faculty may have to com- 
mit themselves to a certain degree of experimentation when 
using these models or any other technique for improving 
instruction. 

Applying the Models to Improve College Teaching 

Obviously, no guarantees are offered with these models. 

The process of experimentation, which has been so much a 
pan of the development of these and other models, should 
naturally be expected in their application as well. And dur- 
ing experimentation, faculty will inevitably find that a num- 
ber of decisions are necessary. How many models to con- 
sider. how many to implement, how often they are used, 
and how their use can be evaluated are just some of the 
concerns that may need to be addressed. Further, faculty 
members individual differences in learning may tend to af- 
fect their preferences for some models. An instructor who 
finds the Classroom Assessment model exciting and empow- 
ering. for example, may not be as enthusiastic about Cog- 
nitive Instructional Intervention. 

Because of the normally depending role of teaching, major 
adjustments to instructional practices should be avoided. In 
fact, the advice Angelo and Cross ( 1993) offer with their model 
could be applied to any of the teaching improvement models. 
Faculty are wise to build success into their improvement ef- 
forts with a modest application of one model. Incremental 
changes to instruction arc wise. 

Faculty-Driven Improvement 

The literature addressing organizational change includes some 
specific, immutable idiosyncrasies, one of which suggests the 
individuality of change (I'ullan and Sticgelbauer 1991: I lord ct 
al. 1 Steeples 1990). In other words, change directed from 
the top is not nearly as effective as change cultivated among 
the ranks of those w ho are expected to adopt innovations. 
Consequently, the primary initiators of instructional impro\c- 
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men! should understandably Ik* faculty (W'eimcr 1990). In 
fart, as souk* of the* models in this U*xi surest, faculty-driven 
improvement of teaching stands a much better chance of 
succeeding. because they will not accommodate pjvssure 
from without to develop, fac ulty need to accept their own 
potential for improvement. 

Moreover, faculty already have a commitment to students' 
learning, and educ ators enter the profession primarily be- 
cause of this commitment. Yet to compensate lor the graduate 
education that prepared them for research rather than teach- 
ing. faculty also have an obligation to promote their own 
learning in the disc ipline of college teaching (hover 1990). 

The purpose of this report is to provide faculty with a 
resource that may help them meet this obligation without 
plac ing additional demands on their limited time and re- 
sources. l*!at It model in this report was selected for its basic 
simplicity, both for understanding and for implementation. 
Hence, faculty should bo able to implement most of these 
models without more in-depth preparation through work- 
shops or training sessions. Although some of the models 
may require additional resources, including personnel, fac- 
ulty ha\c a wide range <>l choices in this collection. The 
next investment lor improving college teac hing should 
therefore Ik* accessible. 

Institutions' Implementation of the Models 

As already indicated, though the point perhaps cannot be 
o\eremphusi/ed. c hange* within an organization is primarily 
an indi\ khtai. \ cry personal situation. Thus, institutions do 
n< ft change*. pc< >plc d< > ( 1 1< ncl cl al. I9K~ i. and bee ausc « if this 
common but oltcn misunderstood aspec I of change, the* no- 
tion ol any mstiti it i< m s ad< ipting one* < >r m< ire < >1 tlu*se m< >d- 
c*|s as ,m organizational initiative is vig< >ioiis|\ disc on raged. 

Some* at adeinic leaders, in their exuberance over one of 
these models. mas suggest its implementation by the institu- 
tion. Alter. ill. if a particular idea has ine-rit. then it reasonably 
should be* promoted, but lacully must be* allowed to c onsi<k*r. 
adopt, adapt, and experitneiil with these* and other instruc 
ti< mal impre >v c*me*nt me »ck*ls as persi »nal c In lie c*s ( WeiincT 
1991 )). because ol the inltitisrc rewards inherent in the* lc\irn 
mg pine ess and the* lendenc \ ol u i||c*gc* lac ulty Ic > be m> it i- 
s.Mcd bs these ic*\\ards. institutional support for expciimenia 
tic m to c*nlunc e learning sin mid lu* a print its .loss P«S9). 
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Nevertheless, coercion for implementation of these innova- 
tions is likely to result in failure. 

The Role of Administrators 

Administrators who wish to support the faculty's adoption of 
one or more of these models must therefore try to restrain 
their enthusiasm yet prov ide the sustenance necessary for 
free choice among the faculty. First and foremost, informa- 
tion on teaching improvement models must be made avail- 
able to all faculty, especially the often-forgotten part-time 
instructors. Faculty who decide to implement such a model 
should then he offered whatever support is available to 
ensure the potential for success with the model. According 
to one very wise department chair, the primary role of the 
instructional leader is to "remove the stones from the path of 
the faculty.*’ 

-Clearly, faculty who have demonstrated their concern for 
instructional development by experimenting with reaching 
improvement models deserve all the support in their endeav- 
ors that administrators can offer. And leaders, like the fac- 
ulty. should not anticipate rapid or widespread improv ed 
teaching and learning as a result of the implementation of 
the models. Such changes will take time. Consequently, sup- 
port for these changes must continue or the effort may fail. 

If a major portion of the faculty decide to adopt such a 
model, the entire process can take seven years or more. 

Additional Models 

The collection of teaching improvement models in this re- 
port clearly does not include all such methods for instruc- 
tional development. Some models may not have been de- 
veloped as completely as those included in this report. In 
addition, the literature may not include descriptions for 
some models. The search for models similar to the ones in- 
cluded in this monograph should be ongoing, especially 
among faculty development professionals and programs. 

Moreover, the development of teaching improv ement 
models clearly has not yet reached its limit. The literature on 
college teaching abounds with ideas or tips for making in- 
struction more effective. Yet most of these* techniques lack 
the development necessary to turn them into models with 
relatively universal application in college classrooms. Like* all 
improvement processes, the development of models for 
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improving college teaching needs to be continuous. Con- 
sequently. this research and development should l>e in- 
cluded as a necessary part of all faculty development effort*. 

Because faculty are the primary agents of change in the 
classroom, the responsibility to continue designing and 
shaping models tor improving college teaching should also 
he shared with faculty. The commitment to perpetual in- 
Mructional development i> an essential aspect of the role 
of faculty. 
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APPENDIX B: Resource List 



For information about the Seven Principles for (iood Practice in 
f'-ndcrjiraduate {education. contact: 

Seven Principles Resource Center 

Winona State I’niversity 

P.O. Ik»x S8AS 

Winona. MS SS0S“-SXS8 

Telephone: So"- n~-S()2i); Fa.v SO“~iS~-SSXo. 

lor information about hi noration Ahsluacis. contact: 

National Institute for Staff and Organizational Development 
Department of He locational Administration 
College of I'ciueaiion. S/B S|S 
I he Iniversitv of Texas at Austin 
Austin. TN “S' 1 2- 1 20 S 

Telephone: Si 2- t"l-“S tS: Pax: “tl.S-sSi-nlu 

For information about The" Teach inti Tm/essoi: contact: 

Manila Publication* 

2“ IS Dryden Driv e 
Madison. W| ^"Oi-^OXO 

Telephone: St JO- i.d-thW or nns-2 to-.S^ol . Fax- utX-2 iO-.SSO” 

For information about The A aliniuil Teaching and /.earning Torn in. 
contact: 

Oryx Press 

ib 1 1 \. Central Avenue*. Suite “(to 
Phoenix. AZ SS0I2-SS0“ 

Telephone: Si )n-2“ l MfW ; Fax: S(Ki-2‘"0- i(t(>S 
InicTiiet: infotfoiyxpivss.com 
On-line edition: blip: \v\\v\ .ntlf.com 

For information about the iMA'I System, contact: 

Kxccl. Inc. 

2SASS \\. old Harrington Road 
Barrington. 11. (i(K)|o 

Telephone: “( )S->S2-“d“2 or SOO-S22- iM AT: l ax: “0S-SS2- tS 10 
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APPENDIX C: Sample Questions Using 
Classification Systems 

P Bloom's Taxonomy Sanders's Adaptation 

-- KNOWIJtOGE MEMORY 

Who was President during ilit* Trail of Tears? 
COMPREHENSION TRANSI AllON 

Why do \w ignore* the Iasi What does the author mean 

zero in multiplication? I>v that statement? 

INTERPRETATION 

What is the connection 
between the Ped and our 
economy? 

APPLICATION 

\\ hat is the noun in this .sentence? 

ANALYSIS 

Where was the author going when he look "the road less traveled": 

synthesis 

How can we implement this change in the institution? 

EVALUATION 
Who is guilty? 

Ascliner-Gallagher's System 
memory: Who was President during the 'I rail of Tears? 
convergent thinking: Considering the process of synthesis, what 
part does oxygen play? 

divergent thinking: If you had been given the authority to drop 
ihe bomb, what would you have done? 
evaluation: Who i.s guilty? 



Dantonio's Questioning Processes 



gathering: 




Recalling: 


1 low many people were on the plane? 


Observing: 


What do you see oil the screen'" 


sorting: 




Grouping: 


Which responses seem to fit together? 


Comparing: 


How are Weinier s model and bowman's model 
similar? 


Contrasting: 


What are the differences between these two 
lines? 


ORGANIZING: 




Labeling: 


What would you call this type of behavior? 


Classifying: 


How would you categorize this action? 


Sequencing: 


In what order did these e\enls take place? 


interpreting: 




Inferring: 


What caused such a reaction? 


Predicting: 


How w ill the jury respond? 
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quality of teaching on college campuses 

activities that will result in a significant improvement in. ix-x 
questioning skills 

guides available for faculty members' development of. ”0 
Questionnaire for Planing Classroom Assessment. 2o 



R 

Reading 

as common activity hy which faculty gather new ideas, t 
List for College leaching. S"-SS 
OratingO technique. 28 
Recall learning. 39-00 

elaboration technique of. 00 
rehearsal technique of. no 

reconfiguring great amounts of data technic [Lie of. on 
rehearsal technique of. hO 
Orcpeatahle calegories.O (> t 
Resource hist. K ( ) 
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Richardson. Richard C. Jr.. II 
Rockefeller Foundation. 39 

S 

Sanders. Norris M. Sec also Effective Classroom Questioning 
Adaptation sample questions. 91 
based questioning model on Bloom's taxonomy. 75 
interpretation for designing questions, 75-76 
seven categories for designing questions. 7S 
Selection of alternatives in 

Five-Step Process for Improving Teaching. 21 
self assessment techniques that faculty can apply. 31 
Sequences as technique for organizing information, 62 
Seven Intelligences. 66-67 

Seven Principles for Gcxxl Practice in Education, 11-13 
availability. IS. 89 

included in discussion of Ogood practiceO indicators, IS 
list of. 12 

National Center for Education Statistics discussion of. 15 
Resource Center at Winona State University in Minnesota. 
15 

See also Chickcring. Arthur \V\ and Zekla F. Gamson 
The Seven Principles in Action. IS 

Shackelford and Henak ( 1987 ). focus on efficient practice. 55 
Singapore Ministry of Education. 72 
Skinnerian behaviorism, problem with. 5" 
software as delivery components 

of comprehensive instructional design system. 81 
sorting questions in Dantonio's (1990> questioning processes. 76 
styles 

as facilitators of learning. 7-i 
of communication. "3 
Svinicki and Dixon ( 1987) 

classroom techniques for each phase of Kolb's model. 70 



T 

teaching 

academies. *i3~w 

not recognized as a necessary skill for college faculty. 2 
Teaching and Learning in the College Classroom. O 
teaching expertise 

Classroom Assessn ent as an approach to developing, 30 
Teaching Goals lnvcn >rv. 2 t 







can help a faculty focus on generalized instructional goals. 26 
teaching improvement OmodelsO 
categories of, 6 
definition of. 5 

strategies applying across the disciplines of college teaching. 5 
teaching/learning models. 8, 57-76 
teaching methods related to certain style clusters, 73-74 
'file Teaching Professor. 47. ^8 
circulation figures for. 50 
for information about. 89 
teaching portfolio. 33-34 

teaching quality, conditions that must he met to improve, ix 
teaching skills 

institutions must allow faculty to assess and develop, ix 
teaching strategies, to collect and disseminate effective. \ 
teaching styles. 73-7 t. See also Grasha. Anthony K model. 

Teaching the Technology of Teaching. 5-i-55 

techniques helpful in designing classroom questions, "5 

Texas A&M University- Commerce, ix-.x 

Texas Great Teacher Roundup. 35 

TGI. See Teaching Goals Inventory 

Thomas Jefferson University. -i3 

To Improve the Academy series, a 7 

topics that are major are Orepeatable calegorics.O 6-i 

training facilitators. 53 

Training lor Information Processing. 62-65 

Hierarchies use as technique for organizing information. 62 
Sequences use as technique for organizing information. 62 
translation in Sanders (1966) model for designing questions. r 5 
Two-Dimensional Model of infective College Teaching. 15-19 
dimensions of. 18-19 
nine generalized categories of. 18 

U 

understand how learning happens 

faculty deprived of opportunity to, 2 
unified system or model 

more powerful than individual techniques and procedures. 13 
University Affairs (Canada*. Seven Principles republished in. I t 
University of Arkansas. i3 
University of Cincinnati. 73 
University of Cnlorado-ISoutder. r 
University of Nebraska at Omaha, "2 
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I adversity <>t‘ North Carolina at (.‘Impel Mill. ~2 
I'niwrsicv of Rhode Island. .St) 

Cniversitv of Texas* Austin. i~ 



l adversity of Toronto, -t7 
{ niversity of Washington, th 
Cniversilv of Wisconsin. 



V 

Vogler ( 1991 ). Peaks model ol. 81 

W 

Waterman ( 1992) 

focused on weak c|uestioning strategies. "(> 
techniques for using c|uestions in the* classroom. “6 
Wcimer. Marvel len 

eheeklists. 20 

five -Step Process for Improving ■Teaching. 22 
model. See Pive-Slep Process lor Improving 'Teaching 
Wings piead Conference. 1 ! 

Wi nospread Journal . Seven Principles republished in. I t 
Winona Stale I'niversily in Minnesota. 15 
working memory. 58. See also short-term memory 
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